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Abstract 
This study explores how the concept, learner autonomy (LA) is interpreted and 
the appropriate pedagogy to foster LA in a specific setting of language education in 
the Vietnamese higher education context. While learner autonomy has recently been 
identified as a key strategy for Vietnamese higher education reforms, to date few 
research studies of this phenomenon have been conducted in this context. There 
exists potential for misunderstanding of the term LA given that it can be interpreted 
differently in diverse settings. This is particularly so in language education and is a 
further reason for the focus on the development of LA in addition to the language 
outcomes of English courses. In this study, Language Learner Autonomy (LLA) was 
considered as significant for language acquisition. 
Using a qualitative case study approach at a university in Vietnam, the 
researcher examined both teachers’ and students’ understandings of LLA and their 
perceptions of pedagogy designed to foster LLA. Data were gathered through two 
rounds of interviews and classroom observations. The data were analysed to 
conceptualise both the necessary relationships for achieving LLA and the lens of 
constructivist theory for pedagogy to develop LLA.  
Findings of the study contribute a theoretical and pedagogic justification for 
encouraging LA in language learning. Specifically, evidence through the exploration 
of government policies and the cases of three EFL classes confirms the interpretation 
that LA and language acquisition are mutually supportive. The study proposes 
project work as a potential model for fostering LLA while demonstrating the role of 
the teacher and the use of target language as mediators to enhance LLA in the 
Vietnamese higher education context. 
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Chapter 1:  Introduction 
This study aimed to explore the concept, Learner Autonomy (LA), what it 
means and how it might be practised in a specific setting of language education in an 
East Asian country. The foundational definition of LA constructed within this study 
is based on a commonly accepted definition, proposed by the European scholar 
Holec, which construes LA as “ability to take charge of one’s own learning” (1981, 
p.3). That definition is further expanded as “a capacity for detachment, critical 
reflection, decision-making, and independent action” (Little, 1991, p. 4). In second or 
foreign language teaching, according to Little (2007), LA is characterised by three 
interacting principles: learner involvement, learner reflection, and target language 
use. Behaviour consistent with these principles is not innate but is acquired through 
systematic and purposeful learning. This thesis incorporates a study of the use of 
project work as a pedagogic approach for LA learning in English language classes in 
higher education in Vietnam. 
More specifically, the study was conducted in the context of Vietnamese higher 
education (HE) English as a foreign language (EFL) instruction and explored 
Vietnamese teachers’ and students’ understanding of the term language learner 
autonomy (LLA). The study addressed the participants’ perceptions of relationships 
between LA and language proficiency. The conceptualisation is depicted in figure 1-
1 and as is evident, the study addressed four related components of: theories of LLA, 
Vietnamese government policies for language education, Vietnamese teachers’ 
understanding of LLA and Vietnamese students’ understanding of LLA. 
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Figure 1-1: Conceptualisation of the Study 
In particular, a qualitative exploratory study was conducted with three English 
classes in a Vietnamese university. Data were produced before, during, and after the 
three classes undertook a piece of project work which aimed to promote LLA. The 
project required student collaboration in groups to produce an oral presentation, a 
video, or a tourist guidebook on a place of scenic beauty in Vietnam. It was expected 
that these products would be in English and also that the learning process would be 
conducted in English. In this chapter, I outline the reasons why the study was 
conducted and flag the significance of its contribution to policy and professional 
practice.  
Background 
This section starts with a brief introduction to Vietnamese higher education 
policies which emphasise the approach now taken towards learners. My personal 
The study 
 Introduction 3 
experiences of Vietnamese higher education prior to this study are then presented to 
explain the desire to conduct the study. 
The Vietnamese Higher Education Policies in brief 
In 1986, with the imminent collapse of the Soviet Union and East European 
countries, the Vietnamese government adopted an open door policy – doi moi, which 
has led to the dramatic growth of international businesses, trade and the desire for 
English communication. This phenomenon shows that Vietnam wants to build 
economic relations with the West (Wright, 2002). Moreover, according to 
government policy, English is considered as a passport for participation in an 
expanding number of social and economic contexts. It is clearly stated that 
investment in education was a priority of some urgency. Education, especially higher 
education, is identified as a means by which the whole country will be able to move 
from a centralized planning system to a socialist-oriented market mechanism (Party, 
1986). 
After twenty years of doi moi policy, Vietnamese education has developed in 
positive ways. However, there also exist problems which ask for deeper and stronger 
reform in order to meet the country’s mission of international integration. 
The years from 2008 to 2010 were the time when most Vietnamese 
universities officially started to shift from a year-based to a credit-based system, as 
required by the government. This new curriculum emphasises the role of learners in 
making decisions about their own learning according to their capability and study 
conditions. In addition to in-class learning, laboratory experimentation and practice, 
the reformed curriculum also leaves space for learners to carry out self-study. 
Teachers are encouraged to develop such characteristics of learners as “positiveness, 
self-awareness, activeness, creativity” (Vietnamese Prime Minister, 2012, p. 12). In 
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the case of language education policy, the focus of the teaching methods is to 
promote communicative ability for learners. In other words, this approach to teaching 
places the emphasis on opportunities for learners’ use of the target language (TL) 
(Vietnamese Prime Minister, 2008). More specifically, there is a requirement for 
Vietnamese teachers of English to shift from teacher-centred approaches such as 
grammar-translation and audio-lingualism to learner-centred approaches which focus 
on the development of communicative language ability for learners.  
Learner Autonomy and the Communicative Language Teaching Approach 
Communicative Language Teaching (CLT) as specified by Richards and 
Rogers (2001) refers to a pedagogic approach, which primarily aims to satisfy 
language learners’ desire and need to communicate in the target language (Trinh, 
2005). “Communication” had not been so prominent a goal in such approaches as 
grammar translation. CLT was first proposed in Europe in 1970s, marking a 
movement away from traditional lesson formats focusing on controlled activities 
such as memorisation of dialogues and drills to the use of pair work activities, role 
plays, group work activities and project work (Richards, 2006). 
 According to Brandle (2007), the syllabus for implementing CLT employs 
communicative tasks which often entail the combination of language skills to achieve 
a goal or arrive at an outcome or an end product. Authentic materials such as 
photographs, videos or voice mail reflecting real-world language use are the 
necessary and rich learning input. Accordingly, grammar is not taught in isolation 
but in a meaningful context through communicative tasks. Teachers play the role of 
facilitator, further creating rich input in the language classroom by maximising the 
use of the target language as a means of instruction. Students are organised to work 
in pairs or groups to complete tasks through communicative use of the target 
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language. In CLT, feedback is a fundamental provision to support the learning 
process. Furthermore, CLT acknowledges anxiety such as stress or nervousness, as 
impacting on language learner performance, which must be minimised for learning to 
be maximised. 
Of all the noteworthy changes in approaches to language learning, learner 
autonomy is identified by Richards (2006) as one key characteristic of CLT. Its focus 
is on giving learners more choice over their learning content and process.  This is the 
way I, as a teacher of English, came to conceptualise LA in language education in 
Vietnam. I asked myself whether the development of LA and the growth of target 
language, specifically English proficiency are inter-related. This is one of a number 
of points of teachers’ understanding of LLA that is explored in this study. 
My Personal Experiences of Vietnamese Higher Education prior to this Study 
The desire to enhance LA firstly came into my mind after my first two years’ 
teaching English in a public university. At that time, I received feedback from some 
of my graduates about their poor English communicative competence at their 
workplace and their wish to learn English independently. Some of my friends, who 
were human resource managers, also commented on staff inability to communicate 
confidently in English. In response, I started to change my teaching method, taking 
up an approach that was more communicative. That is, I designed activities to create 
more opportunities for my students to interact with each other and with the teacher, 
too, in the course of their English lessons. I asked my students to conduct role plays 
or give presentations on topics such as “Likes or Dislikes”, “Daily Routine”, 
“Family”, or “Memories”. I encouraged them to raise questions about any points of 
uncertainty. I felt that my students were eager to participate in my lessons, and 
perceived that their English level improved. One day, representatives of the 
 6  Introduction 
University Academic Board observed one of my lessons. There was much 
discussion, but most of the Board members were disappointed with the way I was 
managing the class, in that the students could leave their appointed places, move 
round the classroom, and bring in realia (i.e. authentic language materials) and visual 
aids instead of their textbooks. Furthermore, the students were able to talk with each 
other and raise questions with me. It seemed to the Board that I was ignoring the 
teaching of grammar and vocabulary.  
However, I was awarded the second prize in the English teaching competition 
of Hanoi city a year later, where a CLT approach is highly appreciated. In that 
competition, each teacher was required to teach a 45 minute lesson. My lesson was 
praised for: (1) the diversified teaching methods including pair work and group 
work; (2) communicative activities where the students could talk with each other; (3) 
students’ active involvement in the activities; (4) the advising rather than instructing 
role of the teacher; and (5) simple and useful realia and visual aids. My students 
strongly supported my methods. It appeared to me that there were contrasting views 
about what teaching methods were appropriate to the situation of Vietnam at that 
time. While the ways I taught my students were not appreciated by the University 
Academic Board, my methods were awarded a prestigious prize in a teaching 
competition involving many other EFL teachers from different institutions in Hanoi. 
After more than ten years’ teaching English and more than five years’ 
experience as a curriculum leader, I am still pursuing my desire to help my students  
apply the knowledge and skills acquired in the classroom to situations that arise 
outside the classroom and to share responsibility for learning outcomes with 
teachers. I ran project-based language learning activities for my third year students 
for three years, from 2008 to 2010 in a private university. After completing these 
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activities, the students were expected to produce two outcomes. The first outcome 
was an itinerary of their tourism interests. The second was a video of a guided tour 
with sub-titles, where students would play the roles of tourists and guides. My 
students were all extremely motivated by the activities. In my role as a teacher, I 
guided the students and helped them to deal with emergent difficulties. I learnt from 
my students that they found this way of learning useful once they entered the 
workforce. 
I was fortunate during the years 2008 to 2010 to have opportunities to join 
several workshops and forums held by the Vietnamese Ministry of Education and 
Training (MOET) to share experiences related to the application of credit-based 
curriculum and new teaching methods among all Vietnamese universities. Many 
concerns regarding the understanding of how to develop students’ self-awareness in 
study and creativity in thinking, and how to help our reluctant students develop the 
skills to self-study as required by The Vietnamese Education Law (2005), were 
identified in these forums. Most participants indicated that in their universities, in-
class learning time was reduced as a consequence of the move to a credit-based 
system; this left space for self-study time. However, learning resources were very 
poor in both quality and quantity. Teachers claimed that they still had to cover nearly 
the same amount of textbook content but with less in-class time than before. There 
was a concern as to whether this way of teaching could enhance “students’ 
positiveness, self-awareness, activeness, creativity and self-study ability” 
(Vietnamese Prime Minister, 2012, p.12). Moreover, there was a lack of clarity about 
what these terms meant. Students claimed that outside of class time they were unsure 
as to how to learn using self-study time. Such terms as self-study, or students’ 
positiveness, self-awareness, activeness, and creativity were well-known to the 
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students, and they liked these ideas. However, there was great potential for 
misunderstanding what was meant by each term. Consequently, there were many 
worries about the learning outcomes. 
In my research as a teacher and in preparation for my teaching, I came across 
a book entitled: Learner Autonomy: A Guide to Developing Learner Responsibility 
by Scharle and Szabó (2000). These authors borrowed a proverb to explain the 
importance of responsibility and autonomy in language learning as follows: 
You can bring the horse to water, but you cannot make him drink. In 
language teaching, teachers can provide all the necessary circumstances and 
input, but learning can only happen if learners are willing to contribute. 
Their passive presence will not suffice, just as the horse would remain thirsty 
if he stood still by the river waiting patiently for his thirst to go away. And in 
order for learners to be actively involved in the learning process, they first 
need to realize and accept that success in learning depends as much on the 
students as on the teacher. That is, they share responsibility for the outcome. 
In other words, success in learning very much depends on learners having a 
responsible attitude (Scharle & Szabó, 2000, p. 4). 
This explanation is meaningful in identifying that students’ willingness and 
responsibility are decisive elements in their learning success. I realised that practices 
of developing students’ positiveness, self-awareness, activeness, creativity and 
ability in self-study can be understood as aspects of what is described as Learner 
Autonomy (LA) as represented in the original Western context. I also understood that 
if learners are autonomous, then their learning is likely to succeed (Little, 2004).  
In 2010, I was awarded a PhD scholarship for the enhancement of the quality 
and qualifications of Vietnamese university academic staff. I appreciate and 
 Introduction 9 
understand the opportunity afforded to me and chose to undertake research to seek 
the potential for enhancing LA in English as a foreign language education (EFL) in 
the Vietnamese higher education context. I have drawn on my own experience in 
doing this research. First, I am an English learner who has experienced Vietnamese 
traditional teaching approaches to learn EFL. Second, I am a university English 
lecturer who has applied some “new” teaching techniques (in the Vietnamese 
context) to encourage learners’ communicative ability. Also, I have had 
responsibility for curriculum design and have witnessed the flexibility and 
applicability that a syllabus may have in the Vietnamese higher education setting. Of 
relevance also is the fact that I am doing this study as a researcher in Australia, 
where I have had the opportunity to experience to some extent aspects of 
autonomous learning in a Western context as a doctoral student. For example, I have 
an opportunity to set my research journey, to explore many reading materials, then to 
discuss my research issues with my supervisors and other research students. I 
perceive that it has taught me useful lessons for viewing and assessing the research 
issues in my own local environment. I understand that all of these factors bear on my 
study: “the researcher’s identity, values and beliefs cannot be entirely eliminated 
from the process of analysing qualitative data” (Denscombe, 2007, p.300). In other 
words, my personal experiences of Vietnamese higher education can be perceived as 
being translatable into benefit for this study and for our local education. 
Research Questions  
The purpose of this study is to describe and analyse the meaning and 
practices of the concept, LA, in Vietnamese EFL higher education context. It looks at 
autonomy in a university setting where the possibilities of project work as a 
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pedagogic approach for promoting LLA were being explored. The study aims to 
answer the following research questions: 
1. How do teachers and students interpret and understand the concept of LA in 
the Vietnamese EFL higher education context? 
2. How do these teachers and students perceive project work as a pedagogic 
approach to foster LLA? 
Significance of the Study 
The significance of this study is twofold. In the broad sense, from an 
international perspective, it may draw attention to the diversity of effective English 
education that may occur in international higher education classrooms, and could 
have implications for the teaching and management of this diversity. Understanding 
LA from the view of a specific group of students may benefit their teachers when 
exploring suitable teaching methods. Understanding teachers’ perspectives on LA 
may benefit the development of teacher education programs. Moreover, it can be 
seen that the work on what LA means and the potential to foster it in a non-Western 
context by different researchers around the world is in progress (Benson, 2011). This 
investigation aims to contribute to the developmental trend of such research. 
In the narrow sense, from a Vietnamese perspective, this thesis aims to offer 
new insights into the meaning of autonomy within the very specific cultural context 
of Vietnam, and to explore the development of LA. An investigation into the ways 
university teachers and students view LA in classrooms can reveal implications for 
effective pedagogic intervention. For English teachers and students who pursue self-
directed learning as a goal for their life-long learning and communicative teaching, 
the findings of the study may be important in clarifying the meaning of LLA. For 
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curriculum designers, the results from the study may have the potential to enhance 
LLA within the current context of Vietnam, and may also be applicable elsewhere in 
other East Asian countries that share some cultural similarities, educational history, 
and education policy imperatives with Vietnam.  
Thesis Outline 
The thesis consists of nine chapters. This first Chapter has stated the research 
problem, the aims and importance of the study, and identified the significance of the 
study. Chapter two will present the academic context.  The chapter first reviews the 
legal policies of Vietnamese higher education reform. Following this is a detailed 
presentation on LA in East Asian contexts. The chapter ends with a full review of LA 
in the context of Vietnamese EFL higher education. The third chapter introduces and 
explicates the working definition of LLA and the operational approach to fostering 
LLA in the local context. It concludes with a presentation on the alignment of a 
constructivist theory with LLA development. The fourth chapter presents the 
research design of the study. Descriptions of the research purposes, research 
questions, and profiles of participants are all presented. Procedures for data 
collection and analysis are described. This chapter also considers ethical and 
reliability issues of the study.  
Chapters five to seven present case studies of three classes. The data are 
analysed and detailed discussion of the findings is also presented. Chapter eight is 
the cross-case study which provides critical analysis of the three cases. Chapter nine 
presents the discussion and the recommendations for enhancing LLA in Vietnam and 
similar contexts and concludes the study with suggestions for future research in this 
area. 
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Chapter 2:   The Academic Context 
The purpose of this chapter is to describe the context of Vietnamese higher 
education (HE), which impacts on the views and behaviours of both teachers and 
students. Key themes are identified including the challenges for English language 
education, and the causes and responses to these challenges from the Vietnamese 
government, educational institutions in Vietnam, and teachers and students in those 
institutions. These changes have occurred at a time of higher education reform 
involving curriculum revision and adoption of modern teaching methods. Before 
coming to the final section on Learner Autonomy (LA) in language education the 
specific context of Vietnam, a description of LA in the broader context of East Asia 
is provided.     
Challenges of English Teaching and Learning in Vietnam 
In accordance with global trends, Vietnam has recognized that 
communication in English is a key factor in its capacity for international integration. 
However, current English language education in Vietnam does not appear to meet 
either the demands of learners or the requirements of Government and commercial 
enterprises. Recent results in English from undergraduate students have raised alarm 
in Vietnam about the quality of language education. Many students cannot 
communicate or use English in their study or at work after years of study at tertiary 
level (Vietnamese Prime Minister, 2008). To illustrate, one of the worst examples 
that Intel ever encountered in terms of their international investments was the hiring 
of engineers in Hochiminh City. Out of a total of 2000, only 40 applicants showed 
enough proficiency in English communication to be hired  (Le, 2008). Many experts 
agree that limited English communicative ability is the biggest obstacle for young 
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Vietnamese workers in integrating worldwide. In other words, many Vietnamese are 
unable to compete successfully for jobs.  
Causes of Challenges 
The Vietnamese government has identified out-dated curriculum and teaching 
methods as the main causes of the present problem (Vietnamese Prime Minister, 
2012). Curriculum is said to be too content-heavy, too academic, and lacking in 
professional and skills development. Teaching methods are said to be too teacher-
centred, restricting learners’ activity, positivity and creativity. In terms of English 
language education, teaching and learning are exam-directed with the main focus on 
grammar and translation (Vietnamese Prime Minister, 2008). In other words, the 
teaching approach is a traditional one which entails absorption and memorisation of 
knowledge to prepare students for examination. As a result, students appear not to 
know how to take responsibility for their own learning. In the English classroom, 
they tend to listen to teachers and take notes without offering any ideas or raising 
questions.  
Responses to the Challenges 
Vietnamese higher education institutions have been controlled centrally in 
terms of funding, admissions, curriculum content, and personnel management and 
planning (World-Bank, 2008). The whole educational system including higher 
education has experienced a culture of centralised planning and bureaucratic 
decision-making for a long time (Hayden & Lam, 2010). While the central 
government desires to increase autonomy and accountability for higher institutions, it 
also desires to preserve control of the socialist orientation of higher education within 
a framework of centralized national economic management (Do & Ho, 2011). 
Several actions to reform the higher education system have been conducted to turn 
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these desires into reality. These are shown through such major decisions as The 
Higher Education Reform Agenda (HERA) and The New Vietnamese Education 
Law (Vietnamese Education Law 2005), in addition to The Vietnamese Higher 
Education Law 2012 in general, Vietnamese Education Development Strategies 2011 
- 2020, and the Vietnamese National Foreign Language Project 2020. As the scope of 
this study is on Vietnamese undergraduate education, I mention issues related to this 
subject only. 
The Higher Education Reform Agenda was initiated in 2005, 18 years after 
the doi moi reform began.  The full name is "Fundamental and Comprehensive 
Reform of Vietnamese Higher Education 2006 - 2020" (known as HERA). The 
overall objectives of HERA are: to carry out fundamental and comprehensive reform 
of higher education; to improve institutional quantity, quality, and effectiveness to 
meet the social demand for learning opportunities, and other demands of 
industrialisation, modernisation, globalisation; and to be appropriate to the socialist-
oriented market mechanism (Pham, 2009; World-Bank, 2008).  With respect to 
teaching and learning, two of the specific objectives identified in the HERA 
document include curriculum development and applying modern teaching methods 
(MOET, 2005, pp. 2 - 3). 
The New Vietnamese Education Law (Vietnamese Education Law 2005) 
states the general rules for the whole country’s education levels. According to this 
law, the objective for university education as in Section 4, Article 39, relates to the 
development of learners’ ability to work independently and creatively as well as to 
solve problems in the field of study (có khả năng làm việc độc lập, sáng tạo và giải 
quyết những vấn đề thuộc chuyên ngành được đào tạo) (Vietnamese Assembly, 
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2005). This objective has been restated and specified by The Vietnamese Higher 
Education Law 2012 (Vietnamese Assembly, 2012).  
In addition, the Law of 2005 clarified the “Requirements on Methods of 
Higher Education” in Article 40, Item 2. Following this, methods of undergraduate 
education must pay attention to the enhancement of self-awareness in study, and 
ability for self-study and self-researching,[and] the development of creative thinking 
(Phương pháp đào tạo trình độ cao đẳng, trình độ đại học phải coi trọng việc bồi 
dưỡng ý thức tự giác trong học tập, năng lực tự học, tự nghiên cứu, phát triển tư duy 
sáng tạo). 
 In terms of language education, the Law of 2005 also indicates that 
Vietnamese is the official language of education. The foreign language of the 
education programs is the one that is widely used in international communication 
(ngôn ngữ được sử dụng phổ biến trong giao dịch quốc tế) (Vietnamese Assembly, 
2005). In effect, this usually means English. 
To implement the Law, three important decisions have been approved by the 
government concerning curriculum reform and foreign language education, 
particularly at the higher education level: (1) Teaching and Learning Foreign 
Languages in the National Education System, period 2008 – 2020, normally named 
as “National Foreign Languages Project 2020” (Vietnamese Prime Minister, 2008), 
(2) Regulation on Undergraduate Education, normally named as “Regulation No 25” 
(MOET, 2006), and (3) Regulation on Undergraduate Education in credit-based 
system, normally named as “Regulation No 43” (MOET, 2007).  
National Foreign Languages Project 2020 (Vietnamese Prime Minister, 2008) 
asserts that English is the language of the ASEAN Community (of which Vietnam is 
a key member), for higher education mobility, and for trade and business after 
 The Academic Context 17 
Vietnam joined the World Trade Organisation (WTO). The project stresses its task of 
implementing new compulsory English programs to meet the outcome for 
undergraduate students. More specifically, based on the 6-level Common European 
Framework of Reference for Languages (CEFR), non-English-major undergraduates 
require attainment at level 3 (B1); English major students from three-year colleges 
and four-year universities respectively must reach levels 4 (B2) and 5 (C1). 
Developing learners’ communicative ability in the target language or English to these 
levels is considered as the focus of the teaching and learning approach.  
 Regulation No 25 (MOET, 2006) and Regulation No 43 (MOET, 2007) focus 
on curriculum reform at undergraduate level. Regulation No 25 is considered to be 
transitionary from the year-based system to the credit-based system for the entire 
undergraduate curriculum. This regulation shows the government’s action in moving 
from a fixed, teacher-centred curriculum to one which is more flexible with 
diversified options for learners. It is clearly stated that one credit point is equal to 15 
study periods (1 study period is equal to 45 minutes) of lecture classes; 30 - 45 study 
periods of laboratory work; 45 – 90 hours of on-the-job apprenticeship; or 45 – 60 
hours of assignment, mini-thesis, study project or graduation thesis. There is also a 
requirement that in order to master one credit point of in-class learning or laboratory 
work, students must spend at least 30 hours of individual preparation (Đối với những 
học phần lý thuyết hoặc thực hành, thí nghiệm, để tiếp thu được một tín chỉ sinh viên 
phải dành ít nhất 30 giờ chuẩn bị cá nhân) (Article 3, item 3, Regulation No 43, 
2007). The time for individual preparation is more popularly known as self-study 
time (giờ tự học) in most universities’ curricula. These regulations are presented in 
table 2-1: 
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Table 2-1 
Implementation Form for One Credit Point 
 In-class 
learning 
 
Lý thuyết 
Laboratory 
work, seminar 
 
Thực hành, thí 
nghiệm, 
xemina 
Self-study 
Tự học 
Total 
 
Tổng 
Preparation 
 
Chuẩn bị 
Self-
researching 
 
Tự nghiên cứu 
Time for In-class 
learning 
Giờ Lý thuyết 
1  2  3 
 
Time for 
laboratory work 
Giờ Thực hành 
  
2 
 
1 
  
3 
 
Time for self-
study 
Giờ Tự học 
    
3 
 
3 
 
It can be seen that self-study is the “must” component in the implementation of the 
credit-based system, accounting for two-thirds of the total time. The credit-based 
system puts learners at the centre of the teaching and learning process. It requires 
learners to be active, positive, and creative to explore knowledge rather than to wait 
for teachers to transmit knowledge (Ngo, 2008; D. T. Pham, 2008).  
 More importantly, class organisation is decided by the number of registered 
students. That is, the Regulation gives students the right to decide which modules 
they wish to take before each semester according to their own capability and study 
condition. In other words, the students are responsible for selecting their own classes. 
This constitutes the greatest difference from the previous system when institutions 
assigned students to classes.  
 The most recent official policy, Vietnamese Education Development 
Strategies for period 2011 – 2020, issued by Vietnamese Prime Minister in 2012, 
reasserts that the approach for revising teaching methods is developing the 
positiveness, self-awareness, activeness, creativity and self-study ability of learners 
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(Đổi mới phương pháp dạy học theo hướng phát huy tính tích cực, tự giác, chủ động, 
sáng tạo và năng lực tự học của người học). Furthermore, The Master Plan launched 
by MOET in 2013 also restates the importance of applying a credit-based system in 
the process of review of curriculum and teaching methods. Table 2-2 summarized the 
official policy background for this study. 
Table 2-2 
The Official Policy Background 
Policy Key content/ objectives regarding teaching & learning, & FL education 
HERA (2006 - 2020) Curriculum development and applying modern teaching methods 
The Vietnamese 
Education Law 2005 
and The Vietnamese 
Higher Education 
Law 2012 
- To develop learners’ ability to work independently and creatively as well as 
to solve problems in the field of study (có khả năng làm việc độc lập, sáng tạo 
và giải quyết những vấn đề thuộc chuyên ngành được đào tạo). 
- Methods of undergraduate education must pay attention to the enhancement 
of self-awareness in study, and ability for self-study and self-researching, the 
development of creative thinking (Phương pháp đào tạo trình độ cao đẳng, 
trình độ đại học phải coi trọng việc bồi dưỡng ý thức tự giác trong học tập, 
năng lực tự học, tự nghiên cứu, phát triển tư duy sáng tạo). 
- The foreign language of the education programs is the one that is widely 
used in international communication (được sử dụng phổ biến trong giao dịch 
quốc tế) 
National Foreign 
Languages  Project 
2020 
- English is the foreign language for higher education 
- To implement new compulsory English programs to meet the outcomes of 
level 3 (B1) for non-English major undergraduate, level 4 (B2) and 5 (C1) for 
English major college and university graduates respectively. 
Regulation No 43 on 
credit-based system 
- Curriculum reform for undergraduate level: learners decide their study plan 
according to their own capability and study condition 
- The amount of time for learners to conduct their self-study is much more 
than the lecture time. 
Vietnamese 
Education 
Development 
Strategies for period 
2011 - 2020  
-The approach for  revising teaching methods is developing the positiveness, 
self-awareness, activeness, creativity and self-study ability of learners (Đổi 
mới phương pháp dạy học theo hướng phát huy tính tích cực, tự giác, chủ 
động, sáng tạo và năng lực tự học của người học). 
- Actively implement the National Foreign Languages Project 2020 
The Master Plan  Revise, learn experience, and actively apply credit-based system in the 
process of review of curriculum and teaching methods. 
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 As shown by the government’s policies, curriculum reform and revision of 
teaching methods are all priorities in the current context of Vietnamese HE, 
especially in the field of English as a foreign language education. In terms of the 
approach for revising teaching methods, the term LA is not used directly in policy 
documents. Moreover, the term is not found in current Vietnamese dictionaries. In 
the official Vietnamese language, tự chủ means autonomy. We often use tự 
chủ/autonomy in talking about institutional autonomy in association with tự chịu 
trách nhiệm/ accountability. Such terms as institutional autonomy and accountability 
(quyền tự chủ và tự chịu trách nhiệm của các trường đại học, cao đẳng) are used to 
refer to the institution’s decision-making responsibility (MOET, 2006). Accordingly, 
the policy regulates that the institutions will have the right to decide on their own or 
to decide actively (chủ động quyết định) their organisational management and human 
resource, finance, scientific research and technology, and curriculum. Further 
regulations require the institutions to be responsible for such decisions by law and 
their state managing organisations. MOET has the role as supervisor or evaluator 
(kiểm tra, giám sát).      
 However, aspects of autonomy as articulated in table 2-2 are aligned with 
definition of autonomy as expressed by Scharles and Szabó (2000). They include 
development of learners’ ability to work independently and creatively as well as to 
solve problems in the field of study; the enhancement of self-awareness in study, and 
ability for self-study and self-researching, the development of creative thinking; 
developing the positiveness, self-awareness, activeness, creativity and self-study 
ability of learners. In other words, these aspects appear to be translatable as LA in 
the Western context. Exploring what the concept of LA means and the possibility of 
fostering this Western idea in an Asian setting are the aims of my study. 
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 The themes of the Vietnamese government’s higher education reform are 
similar to those of other East Asian nations. In response to international integration, 
the past two decades have witnessed an urgent demand for higher education reform 
in these countries. Modern curricula and teaching methods are identified as two of 
the key themes of the reforms (Pham, 2009). English is the means of international 
trade and communication; therefore, English education is a “must” on the policy 
agendas of these countries. In an attempt to move towards a Western-style education 
system for modern curricula and teaching methods, the phenomenon of LA has 
emerged as an issue of great discussion and research, particularly in the field of 
English language education.  
 In the next section, I discuss the broader academic context of East Asia as 
relevant to the issue of LA, and then the specific context of Vietnamese higher 
education. This section aims to help finalise my conceptualisation of LLA as well as 
the operational approach to promoting LLA for this study.  
Learner Autonomy in the East Asian Context 
In the following, an overview of the concept of LA in the East Asian context 
is presented first. Then previous studies of LA in English education in this context 
are also discussed.     
Overview of the Concept of Learner Autonomy in the East Asian Context  
It has been suggested that there exist different forms of autonomy between 
the West and the East (Palfreyman & Smith, 2003). According to Littlewood (1999), 
East Asian learners possess reactive autonomy while Western learners have 
proactive autonomy.  Reactive autonomy regulates the activity when the direction 
has been set. Learners are stimulated to learn vocabulary without being pushed, to do 
past examination papers as a consequence of their own initiative, or to organize 
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themselves into groups in order to cover the reading for an assignment. Learners 
possessing this kind of autonomy do not create their own directions, but once a 
direction has been initiated, they are able to organize their resources autonomously in 
order to reach their goal. In contrast, proactive autonomy regulates the direction of 
activity and the activity itself. Learners are able to take charge of their own learning, 
determine objectives, select methods and techniques and evaluate what has been 
acquired. In other words, the way East Asian learners gain and use autonomy is 
different from that of Westerners.  
Littlewood also adopted Flannery’s (1994) terminology of cooperative and 
collaborative learning strategies in clarifying reactive and proactive autonomy. The 
first category, cooperative learning strategies, is a group-oriented form of reactive 
autonomy, where learners work independently on tasks but teachers set the agenda 
for learning, define relevant knowledge, select learning methods and control 
evaluation. The second category, collaborative learning strategies, is a group-
oriented form of proactive autonomy, when learners have a greater degree of choice 
and discretion about what and how they should learn. At least some aspects of 
classroom knowledge, authority, and agenda for learning can be developed by 
students and teachers.  
However, recent results from a study by Mineishi (2010) on learners’ 
perception of autonomy and portfolio development in  Japanese EFL context show 
that successful learners already possess proactive autonomy, while less successful 
learners are in the process of acquiring reactive autonomy. From this study, it can be 
understood that the idea of proactive autonomy is not limited to Western learners 
only, but relates also to Eastern learners who are successful. Furthermore, according 
to Trinh (2005), “Asian learners” are not non-autonomous. Providing students with 
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more room to get involved in their learning can stimulate LA. As a researcher and a 
teacher, I support these opinions and believe that learners should be taught how to be 
autonomous. This normative position shaped the study I present here. 
Teachers are advised to have discussions about students’ learning situations 
and their individual autonomous differences (Littlewood, 1999). Thus, a key factor in 
developing strategies for increasing LA is to study which forms of LA suit the 
learners and how compatible these strategies are with learners’ own beliefs, 
preferences and expectations (Littlewood, 2010). There is also a warning that the 
universal encouragement of LA without an awareness of social, cultural and political 
context, may lead to inappropriate pedagogies and cultural impositions (Pennycook, 
1997). In other words, “strategies that work in one educational, cultural and linguistic 
context might not work in another” (Gu, 2003, p. 18). From this, I understand that 
investigating the specific setting is of great importance in developing LA, 
particularly in language education. With this in mind, I look now at research on 
autonomy in the East Asian region to which Vietnam belongs. 
Previous Studies of Learner Autonomy in English Education in the East Asian 
Context 
There has been a large number of studies on LA in English education in many 
East Asian countries which show increasing interest in this issue, especially in the 
period of higher education reform of the region since the mid-1980s (Mok, 2006). I 
will now provide several examples of studies that have been completed in East Asian 
contexts. The aims are to illustrate the different categories of research into the 
characteristics of LA in language education and to assert that my study is part of a 
trend of research interests of the region. 
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Chan’s (2001) study, conducted in Hong Kong, aimed at identifying 
undergraduate students’ attitudes and expectations of autonomous learning. Using a 
questionnaire, the study explored three main areas: (1) students’ views of 
autonomous learning and autonomous learners; (2) their perceptions of the teacher’s 
and their own roles in learning; and (c) their learning preferences. The students’ 
views were considered essential to the introduction and implementation of 
autonomous-based learning activities in the language classroom. The subjects of the 
study were 30 first year undergraduates undertaking a 28 week English course in a 
university in Hong Kong. Two main findings were highlighted. First, the students 
had highly positive attitudes towards LA. Second, the students welcomed the 
opportunity to work autonomously especially in collaborative work.  
Chiu (2005) in Taiwan carried out a study to investigate the relationship of 
teacher roles and learner autonomy in a cyber-pedagogic context. The researcher 
proposed a working definition of an autonomous language learner as “one who uses 
language to learn and communicate, thereby demonstrating a capacity to take control 
of his or her learning” (Chiu, 2005, p. 36). Data consisted of 362 email messages 
generated in a twenty-month period by the cyber English class. The results showed 
that the teacher’s roles became less active as the course progressed, whereas 
counselling roles remained active throughout the instructional period. Furthermore, it 
was suggested that teaching roles did not provide opportunities for promoting learner 
autonomy, but counselling roles created a supportive learning environment for the 
learners to develop autonomy in language learning. 
 A study by three Japanese researchers, Aliponga, Gamble and Ando (2011) 
aimed at investigating whether Ur’s three-stage model of verbalization, 
automatisation and autonomy (V-A-A) can be observed in the classroom. 
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Participants of the study were 107 university students from English classes in three 
private universities in the Kansai region in Japan. The instrument was an 18-item 
questionnaire designed to determine the extent of verbalization, automatisation and 
learner autonomy (V-A-A) in the classroom measured using the V-A-A model of 
skill learning. The results of the study show autonomy can be realized by 
verbalisation and automatisation. Verbalisation requires effective presentation which 
can be achieved through learners’ attention, perception, understanding, and short-
term memory; and the role of clear and comprehensible explanations. Automatisation 
requires careful attention to the kind of practice activities to be used in the classroom, 
addressing such issues as validity, pre-learning, volume, success orientation, 
heterogeneity, teacher assistance, and interest.  
Fumin and Li’s (2012) study investigated teachers’ roles in the context of 
promoting LA in China. Participants of the study were 2685 non-English majors 
from eight different Chinese universities. They were asked to complete a 
questionnaire of 33 items comprising four factors which were named as learning 
regulator, resource facilitator, classroom organiser, and study guide. The study 
revealed that English teachers in China took on more challenging and multiple roles 
in an autonomous learning environment. The study reinforced the notion that 
teachers played a crucial role in fostering LA and also proposed a model of teachers’ 
roles including “study guide”, “classroom organiser”, “resource facilitator”, and 
“learning regulator” as implications for English teachers in China. 
 This section has reviewed several studies exploring LA in language education 
in East Asia in the past two decades. From these studies, I have learnt the possibility 
of enhancing LA in the Vietnamese context, where very few studies on LA have 
been conducted.  
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Learner Autonomy in the Vietnamese EFL Classroom Context 
Vietnam is a part of the East Asian region, and began reform in higher 
education at the same time as other countries in the region. However, research 
interest in LA in Vietnam seems to have increased since 2005. As stated earlier, this 
was the time when the government undertook several actions to progress their 
specific objectives of reforming curriculum and applying modern teaching methods, 
especially in the field of English education. In Vietnam, while several studies by 
Trinh (2005), Nguyen (2009), Dang (2010), and Le (2013) aimed at exploring the 
possibility of promoting LA in language education, recent work by Humphreys and 
Wyatt (2013) focuses on discovering how Vietnamese learners of English perceive 
and experience autonomy. Another recent publication by Nguyen (2014) focuses on 
exploring teachers’ beliefs of LA. Before providing the main details of these studies, 
background information on five areas related to LA is presented in the next sections: 
general situation of English teaching and learning in Vietnamese HE institutions, the 
curriculum, the teaching staff, the classroom and pedagogy, and the facility and 
resources. These elements help to clarify the current context of Vietnamese HE 
institutions, enabling me to identify an approach to LA development and 
interpretation applicable in this study, which I discuss in the next chapter. 
Overview of English Teaching and Learning at Vietnamese Higher Education Level 
At the higher education level in Vietnam, there are national and international 
programs, for which English is taught as a major and non-major subject. English 
majors study English to get a BA, an MA or a doctoral degree in English. Their 
graduate placements may be as teachers, translators and/ or interpreters, or 
researchers either in English linguistics or in English language teaching 
methodology; they may gain employment in the field of English for specific 
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purposes such as business, tourism, technology, or health. English is a compulsory 
subject even for those who do not take it as a major. 
The use of languages, English and Vietnamese, is one of the main elements 
that differentiate national and international programs in Vietnam. The national 
program uses Vietnamese as the main means of teaching and learning; English is 
treated as a subject. Here, the ratio of English and Vietnamese used in teaching and 
learning depends on the status of the students as English majors or non-majors. 
Meanwhile, in international programs, English is used in all areas of education. 
There are no compulsory subjects in Vietnamese. 
In terms of needs, according to Hoang (2007), Vietnamese higher education 
students fall into three categories: some view English as a tool for more attractive 
and lucrative employment opportunities after graduation; some need a good 
knowledge of English to study further at graduate and doctoral levels; however, the 
majority, specifically the non-English majors, learn English just to pass the 
examinations. Despite such differing needs, students are all aware that English is an 
international language for communication and proficiency, and may lead to better 
paid employment. 
English education, therefore, is compulsory and permeates all tertiary 
programs in Vietnam. As they relate closely to this study, I would like to mention 
more specific aspects of the national program: curriculum, teaching staff, English 
classrooms, resources and facilities, and LA in Vietnamese EFL higher education 
reform. 
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Curriculum 
Two key themes about the curriculum are presented. The first relates to how 
the curriculum is governed. The second describes central issues concerning the 
curriculum implementation of the local context. 
The governance of curriculum 
At the central level, MOET has the right to define the curriculum framework, 
which is stated in the Vietnamese Education Law 2005 as the core programme for 
each field of education. This framework includes the content structure of all subjects, 
and the duration of education program, the proportion of theory and practice, 
internship. Institutions as regulated in Article 41 of the Law design their own 
programs based on this framework (Vietnamese Assembly, 2005).  
There are two components in the curriculum framework for undergraduate 
degrees: general knowledge and professional knowledge. The former includes the 
acquisition of knowledge on social science, humanities, natural science, 
mathematics, foreign languages, and a combined area of national defence and 
physical education. The latter includes the acquisition of knowledge in specific areas 
such as business, engineering, or physics.   
Each subject of the program is organised following a “learning unit” system, 
which tries to serve two main objectives: to provide greater flexibility in study, and 
to simplify transfer between institutions. MOET also issued a policy document to 
guide the institutions to conduct this "learning unit" system, titled Regulation No 25 
(MOET, 2006) on undergraduate education. This regulation defines how to organise 
teaching and learning, testing and evaluation, graduating examinations and 
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graduating awards. A flexible system must be followed which involves cooperation 
between the year-based and unit-based systems (MOET, 2006). 
Institutions are guided to shift their programs by adopting a credit-based 
system, which is considered as an important approach to international integration. 
This action indicates the government's aim for Vietnamese higher education to be 
recognised internationally. Another policy document, Regulation No 43, was issued 
in 2007 by MOET, which also regulated how to organise the teaching and learning, 
testing and evaluation, graduating examinations and graduating. According to this 
policy, knowledge acquisition is organised by accumulating credits. There are two 
components: the compulsory modules and the elective modules. The former involves 
the key knowledge learners are required to accumulate. The latter involves the 
necessary knowledge which learners can select under consultation in order to 
diversify their future career options. The greatest benefit of the credit system lies in 
its flexibility. It allows learners to choose according to their own needs, interests and 
aptitudes. It also lets institutions decide on elective modules given according to their 
capacity in terms of staff and infrastructure. According to the World Bank, the 
philosophy of a credit-based training method is to value students, and treat them as 
the centre of the training programs. In contrast to the fixed curricula program of the 
year-based system, the credit-based system is designed to enable students to 
accumulate knowledge, while making choices for their study according to their time, 
interests and capacity. This system requires learners to be active and responsible for 
their own learning. Implementing a credit-based system is intended to provide 
Vietnamese higher education with a curriculum that is transferable, flexible, 
comparable, transparent, and facilitates access to the labour market.   
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Central issues towards the curriculum implementation 
It is pointed out that the curriculum at many Vietnamese HE institutions is 
not needs-based (Trinh, 2005). Textbooks are considered “curricula”, but do not 
seem to meet the learners’ actual needs. As a result, “English language learners in 
Vietnam often refer to their language abilities based on books in the much-used 
Oxford University Press series” (Kramsch & Sullivan, 1996, p. 201). For example, 
they might say “The textbook I’m learning is New Headway – Elementary. My 
English level of proficiency, thus, is elementary”. 
Moreover, the curriculum is focused strongly on the amount but not the 
quality of study (Hayden & Lam, 2010; Pham, 2011). In general, these requirements 
result in high face-to-face teaching workloads for academic staff. The consequence 
of such overloaded curriculum or “the didactic spoon-feeding approach” is that 
students are not encouraged to develop critical thinking or a deep approach towards 
their programs (Kember, 2000). That is, the amount of content that the teachers need 
to teach in the curriculum, the number of students, and the teaching loads, all 
contribute to a particular pedagogic style, namely “spoon-feeding”. In order to cover 
all the content from the prescribed program, teachers have no better choice than to 
lecture and let students take notes. In other words, Vietnamese teachers, in class, 
only have enough time to go through all materials without investigating students’ 
deep understanding or touching on any topics outside the curriculum. The content 
load restricts students from contributing to lesson discussion and initiatives. In 
English, the heavy content load of the institutional curriculum is an obstacle for 
teachers to implement communicative teaching (Duong & Nguyen, 2006; Pham, 
2007; T. H. T. Pham, 2008, 2011).  
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Although the credit-based system is identified as a key solution for the 
country’s curriculum reform, several more problems have arisen during its 
implementation. First, to reduce the content load of the previous curriculum, most 
institutions cut down their number of teaching units mechanically by stating 
constantly 1.5 unit points are equal to 1 credit point as guided in Article 3, Item 4 of 
Regulation No 43 (MOET, 2007). As a result, the total unit points of 210 to 250 unit 
point programs are reduced to 125 to 150 credit points. Moreover, according to 
Article 3, Item 3 of the Regulation,  the curriculum also defined a transferable 
constant that to achieve 1 credit point of in-class lecturing or laboratory working, 
students are required to spend 30 hours on self-study or self-research (MOET, 2007). 
There is at present no expectation that students should supplement time spent in 
lectures with additional time spent preparing for their lectures, which places an even 
greater burden on lecturing staff because of the need to ‘cover the syllabus’ during 
classes (Hayden & Lam, 2010). In addition, due to the lack of qualified staff and 
classrooms, most subjects are still compulsory, leaving little room for elective 
courses (World-Bank, 2008). 
In terms of English education, there are two types of curriculum because of 
the presence of two groups of learners: English major and non-English major. The 
curriculum for the former regulates English program as an academic major. For the 
latter group, the government framework regulates that 10% of the total program shall 
be allocated for general English and English for specific purposes. It is claimed that 
such an amount of time (about 12 to 15 credit points for in class learning) is really a 
considerable challenge for most institutions to reach the English outcomes for non-
major undergraduates of level 3 (B1) in the 6 level CEFR.  
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In conducting the credit-based curriculum, teaching staff, pedagogy, and 
learning resources and facilities play a vital role. The following will present these 
elements of Vietnamese higher education in turn.  
Teaching Staff 
The problem regarding the weaknesses of and constraints on teaching staff is 
common to many countries, including highly developed ones. In the case of Vietnam, 
this is of utmost concern and highly challenging. At the university level, academic 
staff are both poorly qualified and rapidly aging (Tran, 2003). It is reported that a 
large percentage of academic staff in Vietnamese institutions do not hold doctoral 
degrees. Most maintain the rank of lecturer rather than senior ranks (World-Bank, 
2008). The average age of well-trained lecturers (professors and associate professors) 
is 56, which is considered relatively old (Pham & Fry, 2004). 
The situation seems to have been exacerbated because a teaching career is not 
considered as a desirable job in Vietnam at present. Statistics from MOET indicate 
that the number of students applying for education majors is decreasing dramatically. 
More specifically, there was and still is a limited supply of English teachers in 
Vietnam, partly because English graduates from local colleges and universities have 
always avoided teaching as a career (Kam, 2002). The main problem of this issue 
relates to salaries in education sectors which are slightly lower than in other sectors 
(World-Bank, 2008). 
English Classrooms and Pedagogy in Vietnamese Universities 
 This section starts with an overview of the characteristics of English 
classrooms and pedagogy in Vietnamese universities. Following that is a presentation 
of current issues relating to classrooms and pedagogy.   
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 General characteristics 
Many studies of EFL teaching and learning in Vietnam have stressed two 
common aspects of classroom culture that teachers of English in Vietnam are 
confronted with: the notions of classroom-as-family and of teacher-as-mentor. The 
following provides a deeper presentation of these two aspects. After that, there is a 
brief description concerning English teaching methodology in a Vietnamese 
classroom. 
In a study by Kramsch and Sullivan (1996), for example, the researchers 
found that in Vietnam students are placed into classes by their host institutions where 
they will stay together during school hours. They are expected to learn and help each 
other inside and outside classes. In many cases, students in the same classes will 
maintain close relationships throughout their lives, forming ties that encompass 
financial, familial, and social obligations. They know each other very well and are 
like family members. 
Another aspect of classroom relationships is the high respect shown to 
teachers. Vietnam is a country whose culture is highly affected by Confucian 
principles. With regards this point, Vietnam is not an exception to other East Asian 
countries. In the realm of education, it means that students should obey and listen to 
teachers. Teachers are assumed not only to possess higher knowledge in academic 
matters but also to be mentors in moral behaviour (Pham, 2005). Studies by Lee 
(1998), and Kim (2007) showed that Vietnamese society is very much influenced by 
Confucian philosophy, which sets powerful interpersonal norms for daily behaviours, 
attitudes, and practices demanding reflection, persistence, humility, obedience to 
superiors, and stoic response to pain. According to Pham (2008), “Vietnamese 
students share a common Confucian heritage and are commonly referred to as CHC 
 34 The Academic Context 
students” (p.5). In addition, To (1998) in her study also pointed out that “a 
Vietnamese student, who is brought up in, and influenced by, the Vietnamese 
cultural environment, is not likely to ask questions and make requests” (p.143). 
According to her, there are two main reasons for this. First, in a Vietnamese 
classroom, there exists a rigid hierarchical structure of authority. Here, students will 
learn to be quiet and attentively listen to the teacher’s talk and be observant of the 
teacher’s behaviour. Favoured activities include an intense and noisy peer-group 
activity to process the given information, discuss its implications, and eliminate 
unsuitable individual interpretations, then a group resolution of the issue. Second, it 
is the fear of misinterpretations by outsiders that leads to the reluctance to confide 
one’s thoughts. Therefore, “Vietnamese students will not volunteer an answer or 
write down their thoughts unless they are sure about the social correctness of their 
answers” (To, 2004, p. 145). In other words, a student will try to sense whether the 
question is in everybody’s mind before asking in order to meet the needs of all. 
Regarding the concept of “face”, Vietnamese learners of English share the same 
characteristics as other CHC learners. That is, “they do not want to be singled out in 
public, they do not want others to laugh at them or at their mistakes because they will 
lose face in the classroom” (Cortazzi & Jin, 1996, p. 195). To sum up, practising a 
pedagogy that may put teachers and students at risk of losing face, is against 
Vietnamese expectations, and may detract from teacher authority (T. H. T. Pham, 
2008). 
Regarding English teaching methodology in the Vietnamese classroom, 
results from a study by Tomlinson and Dat (2004) suggests that a multilayered 
approach to eliciting speech should be used such as inviting shy learners to speak to a 
classmate, encouraging a quick preparatory exchange of ideas between peers before 
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inviting a public response. In addition, three techniques are suggested: (1) setting 
classroom goals in the light of student ability; (2) warmly receiving student talk; and 
(3) providing positive feedback on a lesson-to-lesson basis. Furthermore, it is very 
helpful to use a sequential approach to guide learners through performance, utilising 
what they do know; for example, inviting learners to discuss topics for which they 
have relevant vocabulary and structures, then providing them with opportunities to 
acquire new language relevant to those topics. In this way, learners will be able to be 
active and participate in classroom activities. As Vietnamese learners prefer learning 
in a family-style or social harmony, frequent use of group work, especially in oral 
lessons, will encourage collaborative sharing and development of ideas. 
 Current Issues of the English Classrooms and Pedagogy in Vietnamese Higher 
Education  
There are practical issues that most Vietnamese universities are faced with in 
their English teaching and learning processes: large classes, traditional ways of 
teaching and learning, and also the teachers’ roles. All these issues may challenge the 
development of LLA. 
It is claimed large class sizes limit the teacher in controlling the students in 
Vietnamese universities. On average, each Vietnamese class has 75 students. In such 
large classes, it is perceived as too hard for teachers to manage their time and 
monitor effectively 13 -14 groups of four or five students working simultaneously. 
Kam (2002) claimed that “The reality of large classes has made any methodological 
innovation difficult to implement” (p.14).  
Furthermore, the most significant challenge concerns classroom practices, 
which share many similarities to the wider East Asian context. Vietnamese 
traditional teaching and learning styles involve absorbing and memorising rather than 
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experimenting and producing knowledge (Dang, 2010). Knowledge is expected to 
emanate from teachers, and students’ main task is to memorise such knowledge.  
Vietnamese teachers in Lewis and McCook’s (2002) research also stress 
memorising and understanding as being important. In another study, Duong and 
Nguyen (2006) pointed out that memorisation is considered to be part and parcel of 
Vietnamese students’ learning habits. In learning English, good memorisation 
emerges as playing a significant role for students. However, these researchers 
referred to Duong’s findings from her previous study of teacher beliefs that avoiding 
memorization could help learners interact with audiences and communicate more 
naturally. This traditional teaching method reflects many difficulties that teachers 
often encounter, such as cultural constraints characterized by beliefs about teachers 
and students’ roles, and classroom relationships, or personal constraints such as 
differing abilities to take part in independent active learning practices (Pham, 2007). 
In addition to this, there may be some misunderstandings coming from the teachers 
themselves regarding the way to help their students work communicatively. For 
example, instead of completing or adapting knowledge of modern teaching methods 
to the specific context of Vietnam, many Vietnamese teachers seem to apply those 
methods rigidly by making and even forcing students to use the target language 
whenever possible in the classroom. Consequently, reports from a majority of these 
teachers claimed the impossibility of helping students communicate effectively in 
Vietnam because of different teaching contexts and students’ different ways of 
learning (Pham, 2000). 
It has been identified that such classroom communication skills as 
presentations, discussion, and group work are what most Vietnamese learners lack 
experience in (Nguyen, Dekker, & Goedhart, 2008). It seems that in Vietnamese 
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classrooms “students typically sound stilted and exhibit little eye contact or audience 
awareness” (Duong & Nguyen, 2006, p. 4). Furthermore, Vietnamese language 
learners would feel confused if teachers failed to give them explanations of 
vocabulary, grammar rules and style points or some translation. In other words, these 
seem to be the crucial components of an English lesson in order to prevent students 
from asking such questions as “How can I write and speak without learning the 
grammar rules? The teacher just ignores grammar and always wants us to speak.” 
(Pham, 2000, p. 22).  
Additionally, in the English class, it is assumed that teachers play the role of 
a lesson planner, knowledge transmitter, and even linguistic corrector in students’ 
oral and written performance. It is stated that  
Learning at university level is generally considered to be the process of 
accumulating knowledge, analysing and memorizing information in books 
rather than the acquisition of practical skills. What students are expected to 
do is attend classes, listen to teachers’ explanations and take notes. ... In this 
process, finishing the assignments (classroom participation) and passing the 
final examinations is the final role a student is expected to assume (Trinh, 
2005, p.18). 
The final challenge that designates the role of teachers and students is the 
Vietnamese language itself, in particular, the power of personal pronouns in the 
Vietnamese language which are used for the purpose of distinguishing different 
statuses (Ellis, 1994; Emeneau, 1950; Ho-Dac, 1997; Tang, 2007). According to 
these researchers, Vietnamese speakers and listeners address each other and 
themselves differently depending on a person’s rank in the family, age, social class, 
job function, gender or moral judgment. For example, the words “I” and “you” are 
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translated differently according to context and social relationship.  “I” with the 
meaning “tôi” is used very formally to address the speaker. Informally, both “I” and 
“you” are used to address people of the same age. In classrooms, teachers are treated 
as parents who are in much higher and more powerful positions. Instead of saying “I” 
or “we”, students often call themselves “em” or “chúng em”, addressing the lower 
level of knowledge, normally younger of age; teachers will be called “school master” 
or “sir”, instead of saying “you”. Teachers will state themselves as “thầy” (for male 
teacher) and “cô” (for female teacher) when talking with their students. In 
conversation, the phrase “em thưa thầy” or “em thưa cô” (please... sir or please 
...madam) is the start of every sentence. “From this use of pronouns, one can draw 
some inferences about the mode of communicative behaviour of the Vietnamese. The 
individual does not interact as an individual but as a son in a parent-child 
relationship, as an apprentice in a master-apprentice relationship, or as a worker in an 
employer-employee relationship” (To, 2004, p. 138). It is clear that, in the language 
itself, there always exists a gap in the relationship between Vietnamese teachers and 
students that delineates separate roles and responsibilities. 
Resources and Facilities 
All Vietnamese higher education institutions show their limited capacity in 
terms of (1) computers with access to the internet and (2) reading materials, 
laboratories, workshops and equipment. These two components apparently cause 
difficulties for promotion of LA in the local context. 
First, the low number of computers with access to the internet available for 
students in Vietnam is a restriction to an approach to LA development. This 
approach is also regarded as an expression of technological innovation, or computer 
applications to language learning (Hubbard, 2004; Levy & Hubbard, 2005; Kelly, 
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1996). There are many studies on how computer assisted language learning (CALL) 
can facilitate the development of LA. Work by Oliva and Pollastrani (1995), 
indicated that students are provided with opportunities to work independently from 
teachers and have more freedom for experience on their own with natural language in 
a multimedia setting. Another study by Crystal (2013) similarly gave evidence that 
using CALL can help to solve some classroom difficulties and train students to be 
autonomous in some aspects. 
It is reported that there are only 187 computers on average with internet 
access for students in each institution in Vietnam (World-Bank, 2008). Furthermore, 
the opportunity for internet access is not equal for every student. Some students 
frequently access the internet, some just once or twice a week, some others do not 
even know what a blog or social network is (Dang, 2010). This fact is unfortunate as 
“using computers to facilitate language learning, called computer-assisted language 
learning (CALL), has been a center of focus since the initiation of computer 
technology into the world” (Gremmo & Riley, 1995, p. 168).  
Second, limited availability of reading material is blamed for keeping 
Vietnamese students away from independent learning (Pham, 2011). Text books are 
considered a unique information resource, the base for all teaching and learning 
content. Pham (2011) stated that there are only one or two text books for each 
subject, teachers need to tell students exactly what to read and what needs more 
attention, if not memorised carefully. That is, the students are overly dependent on 
the teachers and require explicit instructions.  Kam (2002) suggested that the 
shortage of textbooks and teaching materials make the attempt to improve English 
language teaching in Vietnam a special challenge for the education authorities. A 
survey in a large university in the south of Vietnam conducted by Dang (2010) 
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indicated that the students did not know about the school’s computer lab or similar 
places for studying purposes. Dang (2010) stated : 
Students often have to purchase reference books, English magazines, and 
other materials by themselves because they cannot get them from the school 
library, or the library materials do not appeal to them (p.4).  
More seriously, statistics show that on average higher education institutions have 
fourteen laboratories, only four experiment workshops, and ten pieces of equipment 
valued above $USD 5000 (World-Bank, 2008). This low level infrastructure 
according to Word-Bank (2011), is considered a problem for enhancing students’ 
achievement. Particularly, it restricts the possibility of using CALL to develop 
English autonomous learning.  
Previous Studies of Learner Autonomy in the Vietnamese EFL Higher Education  
As stated earlier, the issue of LA is not new in East Asian countries and has 
been studied for the past two decades. These studies have been grouped into three 
fields by Benson (2001) such as the nature of LA and its components, the possibility 
of fostering LA, and the effectiveness of some approaches to fostering LA. In 
Vietnam, the term has emerged as an area of interest, particularly in field of EFL 
teaching and learning, since 2005. Most studies have attempted to find an approach 
to promoting LA, whereas, one piece of recent work has tried to explore how 
Vietnamese learners perceive and experience autonomy. The following section 
summarises the main content of these previous studies, aiming to highlight the 
contribution of the present study to the local context. 
A study by Trinh (2005) attempted to design and implement an experimental 
EFL curriculum with the purpose of enhancing student autonomy and 
communicative competence in one university in Vietnam. The study proposed a task-
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based curriculum in which: (1) learners were provided with opportunities to use the 
target language authentically (i.e., authentic interactions in the target language), 
making the target language the medium of instruction as much as possible; (2) 
learners were allowed choices as to what and how to do the tasks; and (3) learners 
self-evaluated their task execution and language learning via reflections.  In 
designing such tasks for the curriculum, four parameters were applied: (1) choices – 
learning content and learning methodology, (2) interactions – student 
communication, (3) task features – the themes, outcomes, and (4) structures of the 
tasks and learner development – strategies such as social, affective, cognitive and 
meta-cognitive strategies to acquire the communicative skills and the target 
language. Through his study, Trinh also proposed an innovation of curriculum 
framework: choice and interactions in the target language were decided by self-
regulation, intrinsic motivation and attitudes to autonomous learning. Results from 
this empirical study encourage a task-based approach in which choices and 
interactions are the parameters for the development of attitudes to autonomous 
learning. 
Nguyen (2009) conducted a three-phase study with English majors in two 
Vietnamese higher education institutions. Firstly, questionnaires were delivered to 
388 students aiming to identify differences in LA among students of different year 
levels and different institutions. Then, an exploratory correlation study was carried 
out among 177 students to comprehend these students’ LA features, their preferred 
self-initiated activities, and the relationship between each aspect of LA and language 
proficiency. Finally, an intervention study was conducted with two groups: 37 
students in an experimental group, and 54 students in two control groups, aiming to 
explore the learner-based approach to fostering LA. Findings from the study    
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showed that in Vietnamese English classrooms, teachers are the decision maker on 
all learning matters. Teachers tend to think that they carry all responsibilities for 
management of the English language classes. Concerning in-class learning activities, 
students in both studies participated more actively. They saw themselves as capable 
of carrying out autonomous and cooperative learning activities in the classroom 
context. The reasons for this could be due not only to the unreal English context of 
Vietnam, but also the students’ dependence on teachers for instructions and 
guidance. The researcher concluded: 
in this sense, it was not that learners lacked the ability to learn independently 
of their teachers. Rather it was their beliefs about the superior competence of 
their teachers that caused them to become more dependent (Nguyen, 2009, 
p.207).  
The study suggests that LA and language proficiency appear to have a close positive 
link. Furthermore, the study implies that learners should be trained in meta-cognitive 
skills to improve their autonomy. 
Regarding out-of-class settings, Nguyen (2011) indicated that students tend to 
use only resources that are readily available to them in their daily lives such as 
homework, TV programs and music in English. They are not willing to engage in 
activities that require effort on their part such as reading books, stories, newspapers 
in English, or talking to foreigners, going to self-study centres, or contacting the 
teacher about their study.  
A recent publication in the local context is a study aiming to help Vietnamese 
university learners to become more autonomous (Humphreys & Wyatt, 2013). The 
study was carried out at an international university in Hochiminh City with 
Vietnamese learners aged 18 – 21 years old. The class size was 16 – 18 students. 
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According to the school curriculum, the students were expected to complete 20 hours 
of independent study each week, in addition to attending 20 hours of EAP classes. 
There were textbooks and numerous additional resources such as materials made by 
other teachers, a large self-access centre, a library, private study spaces, 
pronunciation workshops, and a teacher-staffed helpdesk. Despite this provision, it 
was claimed that the approach to developing LA at the institution was weak. Most 
teachers were native-speakers who made the same complaints such as “the students 
do nothing outside of classes” (Humphreys & Wyatt, 2013, p. 4). Therefore, the 
researchers conducted collaborative action research firstly to discover how learners 
perceived and experienced autonomy. Data were collected through questionnaire and 
focus groups. After that the data were analysed and discussed with teachers to 
identify levels of autonomy and propose supporting strategies to LA. With priorities 
to develop goal setting and self-reflection, an intervention was conducted including 
an independent learning journal. The study concluded that socially mediated support 
for autonomy can help Vietnamese university learners take greater control over their 
own learning.  
Another intervention study on promoting LA in the Vietnamese context of 
EFL teaching and learning at tertiary level was conducted by Le in 2013. 403 English 
major students drawn from four intakes (2007 to 2010) participated in the study 
along with 65 English teachers at a private university in Hochiminh city. 373 of the 
students were surveyed to get information about their readiness and perspectives on 
LA. 30 of the students participated in a classroom-based 14-week intervention 
program. This was an integrated learner training programme (ILTP), during which 
questionnaires, interviews and a focus group were carried out. Further data were 
collected from the 30 students’ learning contracts and learning diaries. Each of the 65 
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teachers completed a questionnaire that investigated their view of LA. The study 
used ILTP as an approach to foster LA in the local context. The conclusions were 
that LA will develop gradually if students were provided with metacognitive 
strategies for learning management, and their raising their awareness of 
responsibility is raised, and they are encouraged to explore in the English language 
and its learning strategies. 
A research by Nguyen (2014) is considered the most recent publication of the 
field in the Vietnamese HE context. The study employed a mixed method approach 
aiming to collect data about teachers’ perceptions of the concept of LA and the 
association between their perceptions and their teaching behaviours. 188 EFL 
teachers were surveyed in the first phase of the study. The second phase was in-depth 
interviews with four EFL teacher volunteers. The study found that teachers lacked 
understanding of LA and there was considerable overlap between their beliefs and 
their actual teaching.   
Chapter Summary  
This chapter, the academic context, consisted of three main parts. While the 
first part provided a background of Vietnamese policies of higher education reform, 
the second two parts considered LA in the East Asian context and LA in the 
Vietnamese higher education EFL context. The chapter’s primary aim was to explore 
how an originally Western term, Learner Autonomy (LA), may be interpreted and 
which approach is apparently appropriate to foster it in the local Vietnamese setting. 
Several challenges of English education at higher education level concerning the 
curriculum, traditional teaching and learning methods, academic staff, and resources 
and facility were presented. Previous studies of LA in language education were also 
reviewed. In addition, I have been a teacher of English in a Vietnamese university. 
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Therefore, I have experience and understanding of the Vietnamese values and social 
context to bring to the task of specifying LA for the local context. The information 
from this chapter will help to underpin the proposed conceptualisation of LLA and 
the operational approach to fostering LLA of this study in the next chapter.    
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Chapter 3:   Literature Review 
This research which aims to investigate the concept, Learner Autonomy (LA) 
and the appropriate pedagogy to enhance LA in language education employs a 
qualitative, exploratory design with three English as a Foreign Language (EFL) 
classes in a Vietnamese private university. It will be recalled from chapter two that 
curriculum reform, language education and LA are inter-related priorities in higher 
education in Vietnam. However, neither the official policies nor previous research on 
LA appears to define the concept of LA in language education (LLA) and its 
applicability for the large population of students and teachers in Vietnamese higher 
education institutions. My purpose in this chapter is to introduce and explicate the 
working definition of LLA and the operational approach to fostering LLA in the 
local context employed in this study.  
LA has become one of the three global curricular discourses within “new” 
curriculum and pedagogic practice of the 21
st
 century (Deng, 2012). As was 
suggested in chapter two, these discourses have been influential throughout the 
world, Vietnam included. In particular, such qualities as being active, responsible 
and productive are requirements for “new” citizens and lifelong learners in global 
economic and social structures. In this context, it is considered important that 
schooling should stimulate learners to be autonomous in constructing their own 
knowledge base and competence. This has prompted curricular reforms designed to 
promote LA in many contexts throughout the world.   
It is not surprising then that in English language education, LA is considered 
a desirable goal, especially given the implication of LA in CLT. Indeed, it has been 
strongly suggested that education will not take place without autonomy (Kenny, 
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1993). With respect to language proficiency, it has also been shown in practice that 
autonomy plays a crucial role. A study by Dafei (2007) was conducted with 129 non-
English majors in a Chinese college investigating the relationship between LA and 
language proficiency. Data were collected by means of a questionnaire and an 
interview with the participants. The study concluded that autonomy indicates the 
level of English language proficiency that learners possess. That is, the more 
autonomous a learner becomes, the more likely they are to achieve high language 
proficiency. The results of the study indicated that the students’ English proficiency 
is significantly and positively related to LA. Therefore, it is suggested that enhancing 
LA would lead to better English language proficiency. Dafei’s findings are similar to 
those of Nguyen (2009), who carried out an exploratory study by delivering a 
questionnaire to 177 English majors in a Vietnamese university. These groups of 
students had a clear goal and motivation in achieving high level of English 
proficiency. Nguyen also concluded that there is a strong correlation between LA and 
language proficiency. That is, equipping students with autonomous learning skills 
would promote their language development. 
 Given the apparent importance of LA, the concept has attracted many 
attempts at definition. However, there is a high potential for misunderstanding 
autonomy when the term LA is being used for different purposes by different people 
from different backgrounds (Pemberton, 1996). Furthermore, there is also a 
substantial rationale for positing two very distinct aims of language teaching as 
identified by Little (2007): (1) becoming autonomous learners, and (2) achieving 
language proficiency. For example, Trinh (2005) conducted an experimental study 
which posed two separable aims: to foster LA and to develop communicative 
competence. To stimulate LA, according to Trinh (2005), learners should be offered 
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choices of learning content and of learning strategies. To stimulate communicative 
competence, learners should be offered opportunities to use English in planning, 
monitoring, and assessing their task performance; seeking support from the teacher 
and classmates; and while negotiating meaning. To avoid ambiguity, it is necessary 
to propose a working definition of my understanding of language learner autonomy 
for this study, in which there is a simultaneous growth of LA and target language 
use. I follow Little (2007; 2009) in believing that the use of target language as the 
medium of communication is the essential characteristic of LLA. 
Conceptualising Language Learner Autonomy 
Two main benefits of a working definition are - first, the definition 
establishes a fundamental understanding of LLA from the review of literature. This 
helped me to select an appropriate approach for the development of LLA in the 
Vietnamese context of my study. Specifically, the project work I introduced into the 
study site was adapted from Fried-Booth (2002) to explore how LLA could be 
enhanced for the purposes of this study. Second, a working definition can be 
reflective of local values and cognisant of global values as defined and interpreted 
from the literature.  
Learner Autonomy and Willingness to Communicate in EFL 
My working definition is based on EFL communication literature which 
shows that generating willingness to communicate (WTC) can produce more active 
learners in second language learning (Kang, 2005; Yashima, Zenuk‐Nishide, & 
Shimizu, 2004; Zarrinabadi, Ketabi, & Abdi, 2014). WTC as defined by Kang (2005) 
relates to learners actively “engaging in the act of communication in a specific 
situation” (p.291). Accordingly, approaches that generate WTC put emphasis on 
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creating learning opportunities which involve authentic interactions for EFL learners 
both inside and outside classrooms.  
Kang’s (2005) definition of WTC was proposed following the researcher’s 
qualitative study with four Korean university students, who were joining in “a 
conversation partner program” between their Korean university and a partner 
institution in the United States (US). The program in the US aimed to give the 
students an opportunity to have conversations with native English-speaking tutors. 
Data were gained through interviews and observations with the participants. The 
study found that WTC in EFL is constructed of three psychological conditions: (1) 
security (feeling safe from the fears of communication), (2) excitement (a feeling of 
elation about the act of talking), and (3) responsibility (a feeling of obligation or duty 
to communicate). Each of these conditions is influenced by such factors as 
interlocutors (conversation partners – familiarity, levels of English proficiency, the 
numbers of people), topic (background knowledge of the topic), and conversational 
context (the particular stage of the conversation, information needed to add or 
clarify).   
Some researchers have linked WTC with LLA and language proficiency. 
Specifically, they have argued that developing WTC is a way of promoting 
autonomous language learning, and thereby, communicative language proficiency for 
global contexts (MacIntyre, Clément, Dörnyei, & Noels;1998).  WTC, thus appears 
to be relevant for the investigation of LA in Vietnamese HE contexts of EFL 
education because there are English requirements, as presented in chapter two, for 
practical communicative skills emanating from workplaces and for examinations 
from institutions. 
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Learner Autonomy and Constructivist Theories 
My working definition is further based on constructivist theories of language 
acquisition which assign the use of target language as a key role of the language 
learning process (Little, 2007). In addition, the emergence of constructivism has 
coincided with “a shift in pedagogy away from teacher-centred information 
transmission models toward knowledge-centred and learner-centred approaches that 
focus on cognitive and social processes in learning” (Kaufman, 2004, p. 303). That 
is, the constructivist approach, aiming to encourage independence of thought and to 
challenge students’ understanding is prioritised over transmissive teaching and 
learning that has the educational purpose of memorising information and promoting 
obedience (Moore, 2000). Consequently, the product of such an interactive process 
of pedagogic shifting in EFL education is the simultaneous development of 
communicative language proficiency and LA (Little, 2007). It is for these reasons 
that constructivism is an appropriate perspective for looking at LA in language 
learning. In other words, the concept of LLA is framed by constructivist theories. 
Furthermore, this working definition is constructed within the context of 
Vietnam where there is limited self-access or educational technology for learner 
development. Chapter two has provided information about the current limitation of 
resources and infrastructure that are considered a problem for the development of LA 
in the process of reforming Vietnamese higher education system. This situation is 
reflected in the higher education curriculum guidelines that imply a reduction of total 
responsibility for teaching for academic staff. A further implication for pedagogic 
practices in higher language education is active teaching and learning in order to 
develop the four English communicative skills, listening, reading, writing, and 
speaking. In other words, the policies and context in Vietnam encourage teachers to 
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transfer to learners the responsibility for decisions about what and how to learn. The 
intention is for teachers to work together with students. There is a sharing of 
responsibility towards achieving autonomy so that students can take responsibility 
for their own learning.  
The Conceptualisation of Language Learner Autonomy 
In this study, I define language learner autonomy as the learner’s attitude and 
ability to take responsibility for his or her own learning in the target language. 
Accordingly, the ability to take responsibility for one’s own learning relates to the 
ability to be involved partially or totally in decisions on one’s goals, and to plan, 
implement, and evaluate one’s learning. Attitude towards responsibility for learning 
refers to whether the learner is aware of and accepts this need, that is, of their 
responsibility to conduct their own learning. The focus of the definition of autonomy 
for this study is on components of autonomy on the process of language education 
only since teachers will not accompany any of their students throughout life. 
 Figure 3-1 depicts this definition. Here, LLA is primarily a matter of attitude 
towards taking responsibility for one’s own learning (Dickinson, 1994); it does not 
refer to a situation of learning without the teacher (Smith, 2003b). Rather, it refers to 
the ability to learn how to learn (Holec, 1981; Little, 1991; Littlewood, 1996), and is 
separate from the ability of self-directed learning in the absence of teachers (Holec, 
1981). Accordingly, with the support of the teacher, the language learner will shift 
gradually from being dependent to being independent, from being non-autonomous  
to being autonomous (Holec, 1981). These two processes operate in parallel and also 
imply the close link between LA and language learning proficiency. I now describe 
in turn each component and the role of the teacher as well as the target language use 
in learning as indicated in the figure 3-1. 
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 Figure 3-1: Conceptualisation of Necessary Relationship in Achieving LLA 
 
Attitude 
The attitude component in the definition of LLA is broken into awareness of 
one’s responsibility and willingness to communicate. The former implies the internal 
sense of the learner to perceive their role in their own learning, whereas, the latter 
indicates the learner’s behavioural intention by actively engaging in their learning. 
Specifically, WTC in EFL, according to Kang (2005) as stated earlier is the product 
of three psychological conditions including security, excitement, and responsibility. 
The first condition, security, relates to learners’ feeling safe from the fears of 
communication. The second condition, excitement, refers to learners’ feeling of 
elation about the act of talking. The third condition, responsibility, relates learners’ 
feelings of obligation or duty to communicate. 
Recent studies have been carried out in the Asian context indicating that 
attitude can be considered as a component of LLA. Researching in the context of 
Hong Kong tertiary education, Chan’s (2001) study as mentioned in chapter two 
found that the students had favourable attitudes towards LA in their EFL learning. 
This finding aligns with Jones’s (1995) study on English language students in 
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Cambodia. The researcher reflected on the experience of creating a university self-
access centre in the context where its culture may conflict to autonomy. The study 
found that although Cambodian students were strongly oriented to accept of power, 
authority, or collectivism, they still showed their readiness to autonomy. Such 
literature reveals that Asian students appear to be ready and willing to work 
autonomously, which is crucial for the development of LLA. 
There are two attitudes which are crucial to LLA: the learner’s role in the 
language process and their capability as learners (Wenden, 1991). First, autonomous 
learners see their particular role in the language process and are willing to take on 
responsibility for their learning. Second, they are also confident in their ability to 
learn and manage their learning.  
Learners’ responsibility for their own learning means the learner is involved 
in making necessary decisions about learning, including decisions about objectives, 
ways of reaching those  objectives, materials, sources of input, activities and so on 
(Dickinson, 1994). There is general agreement regarding LA as a responsibility but 
with implications that one has to deal with the consequences of one’s own actions, 
such as making significant effort in order to learn something; willingness to 
cooperate with the teacher and others in the learning group for everyone’s benefit; 
monitoring their own progress, and making an effort to use available opportunities to 
their benefit, including classroom activities and homework (Scharle and Szabó, 2000, 
p.123). In addition, a brief summary of previous researchers’ definitions of LA 
clarifies what it means to take responsibility for one’s own learning (Littlewood, 
1999). First, the two reasons why students should take responsibility for their own 
learning are: (1) students are central to their own learning; and (2) students need to 
develop life-long learning. Second, LA may require a changing role in which 
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students are partially or totally responsible for many jobs which were formerly 
completed by teachers, such as deciding on learning objectives, selecting learning 
methods and evaluating progress. 
Ability  
The interpretation of ability, as it applies to the definition of LLA as used in 
this thesis, is derived from the work of Holec (1981), who conducted some of the 
earliest research on LA in education. In this interpretation, LA is most commonly 
cited as “the ability to take charge of one’s own learning” (Holec, 1981, p. 3). Holec 
further classified five features of this concept as “determining the objectives; 
defining the content and progressions; selecting methods and techniques to be used; 
monitoring the procedure of acquisition, and evaluating what has been acquired” 
(Holec, 1981, p. 3). He described such capacity in terms of learners making decisions 
at successive stages of the learning process. Later studies defined LA as a capacity, 
expressed in multi-dimensional ways, that “take[s] different forms for different 
individuals, and even for the same individual in different contexts or at different 
times” (Benson, 2001, p. 47). Similarly, autonomy is interpreted as the learner’s 
ability to use a set of tactics or skills for taking control of their learning. These range 
from tactics/skills for setting goals, and choosing materials and tasks to tactics/skills 
for planning practice opportunities, and monitoring and evaluating progress 
(Cotterall, 1995; Fenner, 2003). There is agreement among these researchers in 
understanding autonomy as the learner’s ability to take control of their language 
acquisition.  
Various studies on LA in the East Asian context have also shared the 
assumption that equipping EFL learners with ability to take control of their own 
learning is a crucial part of LA development. For example, a study by Fine and 
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Collins (2011) was conducted with Japanese students. In that study, a drama project 
was used as a valuable tool to engage the students in planning, implementing, 
reflecting and assessing their own work. A study by Nguyen (2009) with Vietnamese 
students also aimed to enhance LA through strategy-based instruction. Specifically, 
students were trained to use metacognitive regulation so as to improve their writing 
ability and their autonomy in language learning. Findings from these studies confirm 
the literature that ability to take control of their learning is the key characteristic of 
autonomous learners.     
In my definition, ability includes four realms of actions that transition from 
teacher to learner: goal setting, planning, implementing, and evaluating. These 
actions are required for project work as reported in this thesis. 
Goal setting involves learners clarifying what they want and need to learn 
(Fried-Booth, 2002).  
Planning occurs when learners form their groups, brainstorm their ideas or 
outcomes (the learning scope and content), and draw up plans for group members in 
within-class and out-of-class activity (Smith, 2003b). 
Implementing takes place when learners carry out the tasks in order to 
achieve their objectives (Fried-Booth, 2002; Stoller, 2002). 
Evaluating requires learners to perform their products within class learning, 
sharing their formal or informal evaluations and feedback about what they have 
produced and presented (Smith, 2003a; Stoller, 2002). 
This working definition demonstrates learning as the sharing enterprise when 
both teachers and students work together. I now turn to present the role of teachers in 
promoting LLA.  
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The Role of Teachers 
Language teachers play a vital role in increasing their students’ independence 
and interest in learning. The behaviours of teachers underpin learners’ beliefs about 
language learning (Cotterall, 1995). Actions that students assign to the teachers, such 
as diagnosing difficulties, allocating time, and establishing the purpose of activities 
are central to the behaviour of autonomous learners. Cotterall stated that those 
learners who view teachers as facilitators of learning are ready for autonomy. In 
other words, “for teachers who aim to prepare learners to work more independently, 
awareness-raising about language learning processes and a gradual transfer of 
responsibility appear to be central” (Cotterall, 1995, p. 198).  
Three attributes of teachers of autonomous learners are posited (Breen & 
Mann, 1997). The first of these, as described by Breen and Mann, is self-awareness, 
that is, the ability of teachers to be aware of themselves as learners. In other words, 
teachers will have the reflexive ability to know when learners are able to act 
autonomously, and when they are not; what beliefs the learners hold about teaching 
and learning; and how their own experiences of learning shape their assumptions, 
perceptions, and practices in the classroom. The second attribute is belief and trust, 
that is, the necessity to believe in each learner’s capacities to learn and to trust in 
their capacity to assert their own autonomy. Teachers should always assume that 
each learner is able to learn and is fully capable of taking an autonomous stance to 
their learning. Finally, there is the teacher’s desire to foster the development of LA in 
the classroom and to be prepared to live through the consequences for their own 
practices from this position.  
Researchers have also tried to specify the teacher’s actual role in the 
autonomous learning process as well as what they should do to promote their 
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students’ independent learning. Chiu’s (2005) study as presented in chapter two was 
carried out in the context of Taiwanese EFL tertiary education. The study concluded 
that when teachers play counselling roles, they create a supportive learning 
environment within which students can develop autonomy in language learning. 
Another exploratory study by Fumin and Li (2012) with Chinese EFL university 
students also confirmed the important role of the teacher in creating an autonomous 
learning environment. Fumin and Li further proposed a typology of roles that 
teachers should act such as “study guide”, “classroom organiser”, “resource 
facilitator”, and “learning regulator”. 
According to Little (2009), autonomous learning relates to individual learning 
processes, for which the first step is that learners set their own goals and choose their 
own learning activities. Following this step, all learners keep an individual written 
record (journal or logbook) of their learning. Finally, all aspects of learning are 
regularly evaluated in the target language by the whole class, by groups of learners, 
and by individual learners in their logbook. Therefore, as Fenner (2003) argued “in 
order for learners to be able to take charge of their own learning by making qualified 
choices, they have to be given the opportunity to develop awareness of how they 
learn and the teacher has to be the mediator or counsellor in this process” (p. 32).  
It was suggested in another study that teachers should help learners “to set 
personal goals, monitor and reflect on their performance, and modify their learning 
behaviour accordingly” in order for the learners to become autonomous (Cotterall, 
2000, p. 116). As for Reinders and Balcikanli (2011), classroom teachers are likely to 
have a major impact on students’ development towards autonomy. Therefore, the 
implications are it is important for teachers to be prepared with such knowledge as 
skills or materials for supporting autonomous learning. Furthermore, what teachers 
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can do is to “make students aware of their own strategies, offer them a variety of 
strategies, and provide opportunities for students to experiment with and evaluate the 
impact of such strategies on their own individual learning styles” (Mariani, 1991, p. 
19). In addition to this, Lamb’s research pointed out that learners can be taught 
techniques to help them feel in control (Lamb, 2009). However, there is a warning 
that “not all learners automatically know which strategies work best for them” 
(Wong & Nunan, 2011, p. 146). To address this, four suggestions for teachers have 
been suggested by Sanacore (2008) to turn their students from dependent learners 
into independent ones are proposed. First, teachers should create a learning 
environment that is encouraging and challenging. Second, students should be 
provided with opportunities to make learning choices. Third, teachers need to find 
ways to increase students’ participation in classroom activities. The final suggestion 
is to encourage students to love learning.  
In addition, there are three principles that shape the role of the teacher in 
autonomous learning (Little, 2009). First, the principle is learner involvement, that is, 
to involve learners fully in planning, monitoring and evaluating their own learning. 
The second principle is learner reflection. Here, teachers must help learners to reflect 
continuously on the process and content of their learning and to engage in regular 
self-assessment. Third, there is the principle of target language use – teachers must 
ensure that the target language is the medium as well as the goal of learning, 
including its reflective component. These three principles provide a description at a 
general level of the strategies teachers should adopt to create and sustain an 
autonomous language learning community. Together they create a framework within 
which teachers must select and implement an approach appropriate to the ages, 
proficiency levels, focuses and goals of their learners. This means that teachers have 
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to negotiate with and among learners, insisting that they participate actively in the 
process (Little, 2009). 
Figure 3-1 shows that the four decisions of responsibility imply 
transferability from teachers to learners so that learners will move from a dependent 
position to an independent one. In such a process, teachers may play roles of 
participant or coordinator as necessary. Specifically, teachers may act as participants 
providing moral support to learners by simply being with the students, discussing 
learning goals or sharing feedback with them. In terms of planning and 
implementing, the teacher’s role is being with the students, and helping them to deal 
with the linguistic or logistical problems that may arise (Fried-Booth, 2002). As 
shown in figure 3-1, learners play a central role, whereas teachers are supportive of 
the learning how to learn process. I now move to discuss the use of target language 
as the medium of the learning episodes, which is considered a key component to link 
LA and language teaching and learning. 
Target Language Use 
Using the target language (TL), according to Macaro (2000), does not simply 
mean interacting in the TL in the classroom about the content of a lesson or an event 
such as organising language activities, giving explanation or asking for clarification. 
It further refers to the access and exploration of a written text through the TL. This 
section presents the essential role of TL use in FL classrooms, in particular, its 
association with motivation. It also conveys recommendations for optimising learner 
ability to communicate in the TL. It concludes by asserting that TL use is a 
component of LLA. 
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Role of Target Language Use in Enhancing Language Proficiency 
TL use has been linked with motivation in enhancing learners’ language 
achievement. Levine (2003) conducted an internet-based questionnaire study on TL 
and first language use in foreign language classes. Participants were 600 FL students 
and 163 FL instructors from different universities in the US and Canada. A key 
finding from this study reports the positive link between the amounts of TL use and 
learners’ comfort or motivation about TL use. Turnbull and Arnett (2002) reviewed 
literature regarding teachers’ uses of TL and L1 in FL classrooms. The researchers 
also found that the teachers’ TL use can motivate learners; they will further identify 
the need to maximise the use of TL, which is beneficial to their TL acquisition. It is 
therefore important to find ways to maximise the use of TL for learners. 
Maximising Target Language Use 
Many studies have been conducted to recommend practical teaching to aid 
students in TL acquisition. The key areas for maximising TL use relate to grouping, 
learning content including learning materials, teaching methods including teachers’ 
use of TL, and assessment (Ceo-DiFrancesco, 2013; Edwards, 2011; Little, 2007; 
Moeller & Roberts, 2013; Yoshida, 2013). I now look at each of these areas in turn.  
With respect to TL use and grouping, it has been suggested that it is only by 
working in groups such as on projects that highlight the TL use that learners are 
given opportunities to engage in intensive interactive use of the TL (Little, 2007). 
Similarly, Yoshida (2013) conducted an exploratory study about the relationship 
between Japanese language learners’ self-concepts and the use of the target language 
in a foreign language classroom at an Australian university.  The study found that 
pair work and group work are useful to develop a friendly atmosphere where learners 
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do not feel anxious about making mistakes when speaking the TL, but want to use 
the TL to communicate with their classmates. 
Writing of learning content and TL use, Moeller and Roberts (2013) suggest a 
connection between curriculum and the everyday lives of students. For example, a 
teacher can promote student discussion through the use of stories or pictures from 
real life or visual aids. Moreover, this way is effective as it activates student 
background knowledge of the context and then helps them to comprehend new 
vocabulary or structures presented. One noteworthy finding from Levine’s study 
(2003) in American and Canadian universities is that the TL is used most for topic/ 
theme-based communication. One important principle of this communication as 
clarified by Brown (2001) is that learning should relate to what students know and 
experience and capture the students’ interests and needs. According to Edwards 
(2011), students are encouraged to engage in diverse activities in the TL such as 
surveys, interviews, role plays or information gap exercises to share opinions with 
other speakers.  
With respect to teaching methods and TL use, numerous recommendations 
have been made by Ceo-DiFrancesco (2013) to assist learners in comprehending 
instructions without the teacher providing translations. For example, to teach 
grammar in the TL, teachers can employ the use of modelling to act out the steps of a 
process or direction. Teachers can provide contextualised clues or the need for the 
specific structure such as ordering a coffee in a cafe. Then the students can guess the 
meaning and form of that grammar point in the TL. Furthermore, Macaro (2000) 
finds that regular teacher use of TL in routine instructions and reactions and simple 
requests can create a TL atmosphere in the classroom that contributes to the 
development and maintenance of learner use of TL. From a survey researching 
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language teachers’ attitudes to and use of the TL in Queensland, Australia, Crawford 
(2004) found that students can be encouraged to use the TL themselves if they 
encounter TL in use in classrooms  within which teachers are considered as an 
important source of the real interaction. In other words, the teachers’ TL uses can 
maximise students’ language learning.   
Finally, with respect to assessment and TL use, researchers such as Yoshida 
(2013) have suggested diary writing as a helpful tool in recording learners’ 
acquisition processes and progress. Diary writing helps to promote self-assessment 
for learners, which is an important element for LA development (Harris, 1997). 
Other researchers, for example, Baturay and Daloğlu (2010) conducted an 
experimental study in a Turkish university focusing on portfolio assessment in EFL 
writing. The study concluded that e-portfolio which requiring student use of TL to 
assess their own learning can be considered as initial step to foster LA. 
Specifically in an EFL class, researchers such as Cook (2001) and Choong 
(2006) have found the significant contribution of first language or mother tongue 
(L1) to TL use. They, thus, suggested ways to use L1 positively to develop TL. For 
example, teachers can use L1 to convey the meaning of words or sentences as an 
efficient way to help student learning and to feel natural when using TL in the 
classroom. In addition, teachers can use L1 to explain grammar or to organise 
learning tasks.  
Target Language Use and Language Learner Autonomy  
Research has shown that LA and language proficiency are interrelated. 
Findings from an empirical study by Nguyen (2009), as stated earlier, show that 
when learners are equipped with autonomous learning strategies their English 
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proficiency increases. Accordingly, there is alignment between LA and proficiency 
in the use of TL.  
TL is used as a tool to conduct different language activities aimed at 
promoting language proficiency skills. Little (2007) identified three ways to use 
writing in autonomous classrooms to support speaking in the TL. First, learners are 
encouraged to make posters. Here, learners can list useful vocabulary, idioms or 
grammar structures, and they can summarise their learning plans. The second way is 
writing journals. This involves learners in reflecting on their learning process and 
progress. Third, learners generate various kinds of written texts as the output of 
group projects. This is helpful in enhancing learners’ confidence and participation 
before oral presentation. Making posters, writing journals or generating written texts 
for projects are examples of learning products which reflect learners’ language 
learning achievement. Autonomous learners, according to Breen and Mann (1997),  
have a characteristic of using such reflections as a potentially rich source of feedback 
to clarify what and how to learn. In other words, LLA involves the use of TL in the 
learning process.  
Implications of the Conceptualisation of Language Learner Autonomy 
Other Vietnamese researchers have focused on the learners themselves to 
describe one element of LA. The concept of intrinsic motivation (Trinh, 2005) or 
willingness (Nguyen, 2014) or awareness of responsibility (Le, 2013) has been used 
in this way, as has the idea of willingness to learn without being forced by other 
people (Nguyen, 2009). In contrast, I refer to this element as awareness to be 
responsible and willingness to communicate. My conceptualisation refers not only to 
the learners but also to the teachers, because the success of learning depends on the 
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students and teachers sharing responsibility for the outcome (Scharle & Szabó, 
2000). 
The Vietnamese researchers, who conducted the studies reviewed earlier, 
regarded self-regulation (Nguyen, 2009; Nguyen, 2014; Trinh, 2005) or self-
management (Le, 2013) as another element of LA. The element of self-regulation is 
broken down into planning, monitoring and evaluating one’s learning, which is 
clarified by the researchers as skills that learners need to carry out their choices or 
communicative activities. The element of self-management refers to learners’ 
metacognitive knowledge to manage and perform learning effectively, which 
involves four areas: self, learning context, subject matter, and process of learning.    
There is an overlap in my conceptualisation with these researchers’ views in terms of 
skills. I also acknowledge the similarity with Le’s (2013) conceptualisation in 
identifying that decision making ability further depends on knowledge of language 
learning (self-knowledge, strategic knowledge, prior knowledge, and contextual 
knowledge). That is, knowledge and skills are closely related in terms of ability. For 
example, to make a decision about learning outside class, learners need not only 
skills, but also knowledge of how to organise their time effectively. However, my 
conceptualisation implies that the construction of such knowledge and skills requires 
negotiation with the teacher. In other words, the teacher’s role cannot be left out of 
the success of learners’ language acquisition.  
One notable point that can be seen from these studies is that those researchers 
did not appear to identify the important integration of TL use in the autonomous 
learning process. Nguyen (2009) and Nguyen (2014) confirmed the correlation 
between LA and language proficiency. Accordingly, fostering LA would enhance 
language achievement. Trinh (2005) stated LA and language proficiency as two 
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separate goals in language teaching. In contrast, in this study, I propose LLA as an 
understanding of LA in language education which acknowledges the interactive 
dynamic of LA and language use. In other words, LLA is grounded to pursue the 
concurring development of LA and language proficiency. 
The conceptualisation of LLA I have outlined here informed the project work 
aiming to foster LLA in three classes for this exploratory study. In the next section, I 
explain how LLA as defined might be enhanced. 
Promoting Language Learner Autonomy 
Researchers have taken a variety of different approaches in an attempt to 
discover how LA may be enhanced. For example, Thanasaulas (2000) posited 
activities which might attain a certain degree of LA such as self-reports, diaries, and 
evaluation sheets, and persuasive communication as a means to alter learner beliefs 
and attitudes. In a recent study with four classes of about 100 students in Chinese 
university, Ma and Gao (2010) argued for the provision of circumstances and 
contexts for language learners through developing process syllabuses in the language 
classroom to help them make decisions for their own learning through negotiations. 
They produced a process syllabus in an Advanced Speaking and Listening Course 
between 2006 and 2008 for junior and senior Chinese students at their university in 
China. This syllabus aimed to foster LA. The students were involved in contributing 
to the syllabus content through negotiation of purposes, contents, ways of working 
and evaluation. Results of this study showed that students became highly motivated 
and whole-heartedly involved. They took on greater responsibility for their own 
learning. In another study conducted in America, Lee (2005) utilized the Blackboard 
course management system to provide and support collaborative learning while 
fostering learners’ autonomy and accountability. Results drawn from the 
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questionnaires and final oral interviews showed that the experience of using web-
based learning positively changed the way students view the role of Internet 
technology in the development of their language learning.  
Another study carried out in Canada by Dion (2010) applied meta-cognition 
knowledge and awareness of agency and autonomy to enhance second language 
writing autonomy. Participants involved three groups of students: (1) 9 students in a 
class of 24 from a second year university course; (2) 10 students in a class of 19 from 
a third year advanced course; and (3) 19 students in a class of 33 from the third year 
advanced writing course. The study focused on students’ understanding of three 
tools: (1) A tool to give direct access (an article to read) to scientific data on the 
processes of writing in the second or foreign language (L2) and characteristics of 
products derived from L2 writing; (2) a double-headed tool to self-appraise one’s L2 
writing process and characteristics of L2 written products with: a) the “Personal 
Assessment Grid” (PAG), and b) the “Writer Sheet” (WS); and (3) a tool to monitor 
and control meta-cognitive operations via a continuous “discussion” or written 
comments in a journal prompted by the use of the PAG and the WS. Results of this 
study showed that there was an increase in the students’ awareness of their power 
over the writing process and the written products after using the tools. Students felt 
more in charge of their L2 writing skills, and overall, their writing performance 
improved. 
Studies like these have suggested practices which may support LA in 
language learning and are grouped into six broad headings by Benson (2001), as 
shown in the table 3-1: 
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Table 3-1 
Approaches to Promote Learner Autonomy (Benson, 2001) 
Approaches Focus on Key forms Previous 
empirical 
studies 
Resource-
based 
approach 
Providing opportunities for learners to 
interact with educational materials. 
Two main forms are self-study or self-
access and distance learning 
Self-access language 
learning (SALL) 
Self-access Center (SAC) 
Chiu (2005) 
Technology-
based 
approach 
Providing opportunities for learners to 
work with diverse forms of educational 
technology. The roles of teachers and 
learning strategies are vital. 
Computer Assisted 
Language Learning 
(CALL) 
Lee (2005) 
Learner-
based 
approach 
Providing opportunities and necessary 
skills for learners to participate in and 
control their own learning. The main 
form is learner strategy training or 
learner training. 
Learning strategies and 
strategy training or learner 
training (Strategy-based 
instruction) 
Nguyen 
(2009); 
Dion (2010); 
Le (2013) 
Classroom-
based 
approach 
Changing the relationships between 
teachers and learners and classroom 
practices. 
Learning agendas/ portfolios 
(setting goals, selection of 
tasks, self-assessment and 
peer assessment)  
Collaborative learning  
Out-of-class learning 
Chan (2000); 
Fukuda 
(2014) 
Teacher-based 
approach 
Providing professional development 
and teacher education on such 
aspects as teachers’ beliefs about 
autonomy, encouraging practices to 
foster LA. 
Teachers’ beliefs, 
commitments, and 
practices to support LA 
Teachers as facilitators, 
advisors and guides 
No empirical 
studies 
Curriculum-
based 
approach 
Positioning the negotiating between 
teachers and learners to enhance 
learners’ participation in deciding 
their learning content, activities 
tasks and evaluation. 
Process syllabus: 
- strong version: syllabus 
is not predetermined but 
negotiated, renegotiated 
by teachers and learners 
- weak version: project 
work 
 
Trinh (2005); 
Ma and Gao 
(2010)  
No empirical 
studies  
 
Considering the situation in Vietnam as described in chapter two, and the 
definition I have developed in the previous section, the curriculum-based approach 
entailing project work seems to be most suitable for my purpose of fostering LA in 
language education. This approach aligns with the policies (Vietnamese Education 
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Law 2005, Vietnamese Higher Education Law 2012, and Vietnamese Education 
Development Strategies for period 2011 – 2020) which require LLA to be fostered, 
and the contingencies of the Vietnamese higher education context, where there is 
limited self-access and educational technology. Project work can be managed within 
these logistical contingencies. I will now discuss this approach in more specific 
detail.  
The Curriculum-based Approach 
The curriculum-based approach encourages learners to take decisions about 
their language learning process (Cotterall, 2000; Crabbe, 1993). A number of studies, 
as presented in the following, have been conducted on the development of curricula 
which recognise the role of learner responsibilities and the ways learners can control 
their decision-making processes.  
Two developmental perspectives have been identified: cognitive and affective 
(Skehan, 1998, p. 261). The former focuses on developing capacities to learn 
independently, enhance effective thinking techniques, and learn how to learn. The 
latter looks to the process of education to facilitate harmonious processes of personal 
growth. Although these perspectives view curriculum in contrasting ways, both 
elevate LA to central importance, which is a crucial foundation for learners to 
develop questioning attitudes and to become more independent and self-aware in 
their learning. 
Another effort to enhance LA through the curriculum was investigated by 
Cotterall (2000). She proposed five course design principles, which are discussed in 
relation to her experience of designing two skilled-based courses taught within an 
intensive English language course: (1) the course reflects learners’ goals in its 
language, tasks, and strategies; (2) course tasks are explicitly linked to a simplified 
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model of the language learning process; (3) course tasks either replicate real-world 
communicative tasks or provide rehearsal for such tasks; (4) the course incorporates 
discussion and practice with strategies known to facilitate task performance; and (5) 
the course promotes reflection on learning. These five principles aim to support a 
course integrating goal-setting activities, discussion of the language learning process, 
modelling of strategies, task practice, and reflection on experience.  
The idea of learners’ control over the curriculum has been interpreted in the 
creation of process syllabuses by Benson (2001). According to Benson, the process 
syllabus takes the element of negotiation of learning content and procedures as the 
means to achieve communication and learning. In this type of syllabus, “the learner 
participates in the decision-making process and works with other learners and the 
teacher to decide what will be done in the language class and how it will be done” 
(Skehan, 1998, p. 262). The central feature which distinguishes process syllabuses 
from other syllabus types lies in the role of both teachers and learners. Here, teachers 
and learners can together negotiate and work through the actual curriculum in the 
classroom (Breen & Littlejohn, 2005; Skehan, 1998). In clarifying process 
syllabuses, five elements are stated as follows:  
(1) The process syllabus is not planned before the course commences. 
(2) The elements of the course and the sequence of those elements are jointly 
negotiated with the learners as the course progresses. 
(3) The syllabus is a retrospective record of what occurred during the course 
rather than a prospective plan of what will happen. 
(4) The focus is the process of language learning rather than products or 
outcomes. 
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(5) A process syllabus is usually recorded as a list of activities undertaken by the 
learners (Feez & Joyes, 1998, p.16). 
There are two versions of process syllabus (Benson, 2001). The first, weaker version, 
often involves project work, in which learners are decision makers of the content, 
methods of inquiry, and outcomes. In the second, stronger version, any particular 
content or approaches to learning are to be negotiated and renegotiated throughout 
the course.  
However, it is not easy in practice for learners to be willing, and to be capable 
of playing a full role in syllabus negotiation. In other words, problems can occur 
when learners do not accept the degree of independence facilitated by process 
syllabuses. They may not have the strategies to plan, to direct attention or set goals. 
Their capacity to monitor and to evaluate may also be limited (Skehan, 1998, p. 266). 
Project work, a form of process syllabuses, is a vehicle to address these issues. I now 
describe and analyse project work in more detail to explain its applicability to this 
study. 
Project work 
Project work, as defined by Fried-Booth (2002, p. 6), is “student-centred and 
driven by the need to create an end-product”, which “brings opportunities for 
students to develop their confidence and independence and to work together in a real 
world environment by collaborating on a task  which they have defined for 
themselves and which has not been externally imposed”. A number of language 
researchers other than Fried-Booth (2002), have described project work including 
Haines (1989), Sheppard and Stoller (1995), Stoller (2002), and Alan and Stoller 
(2005). Although these researchers all took different approaches, they all agreed on 
six features as summarised by Stoller (2002). First, project work prioritises the 
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content rather than the language. Thus, it should be considered as a mirror of the real 
world, which includes topics of interest to students. Second, students will do the 
main tasks in a project, and teachers will give guidance and support where necessary. 
Third, during the process, students can work individually or cooperatively in small 
groups, or as a whole class to share resources, ideas, and expertise to complete the 
project. Fourth, students integrate authentic skills through conducting real life tasks. 
Fifth, project work is usually designed with end products as the outcome, for 
example, an oral presentation, a poster session, a bulletin-board display, a report, or a 
stage performance. Project work not only develops students’ language accuracy 
through the process stage, but also language fluency through the product stage. 
Finally, project work is potentially motivating, stimulating, empowering, and 
challenging. It usually results in building student confidence, self-esteem, and 
autonomy as well as improving students’ language skills, content learning, and 
cognitive abilities. 
There are many advantages of project work in second language learning. 
First, it is believed that one of the best ways of developing LA is to assign project 
work which will encourage learners to “approach learning in their own way, 
appropriate to their own abilities, styles and preferences” (Skehan, 1998, p. 23). 
Second,  
this approach can be adapted to almost all levels, ages and abilities and is 
therefore very suited to large classes with students of mixed abilities. ... 
Project work is a good way of helping students develop good study skills and 
to integrate their reading, writing, speaking and listening (Baker & Westrup, 
2000, p. 94). 
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An Operational Approach to Promoting Language Learner Autonomy 
Considering the current situation in Vietnam, a curriculum-based approach 
with the focus on the weaker version (developing project work) may have potential 
in enhancing LLA. I now present the rationale, implications and methods for this 
approach. 
Rationale 
First, project work leads to an end product which does not require too many 
changes in the assigned syllabus. The teacher, therefore, can use the discretion they 
do have in implementing the syllabuses in the classroom to decide whether to 
develop project work or not. Next, project work has been observed to build student 
confidence, self-esteem, and autonomy as well as improving students’ language 
skills, content learning, and cognitive abilities. These are qualities that the 
Vietnamese government seeks of graduates.  
In addition, project work encourages students to communicate in English and 
to be active in their language learning as it involves topics of students’ interests and 
real life tasks. This is important as project work motivates learners to learn English. 
Through project work, students are provided with opportunities to negotiate their 
learning content. They are encouraged to be decision makers when learning how to 
achieve their goals.  
Finally, project work is suited to large classes of students of mixed abilities, a 
characteristic of the current Vietnamese higher education context. Furthermore, 
while conducting project work, students can work individually or in groups. They 
can share their ideas and resources when completing their tasks. In fact, they can be 
like family members, which is entirely appropriate to the identified values and 
characteristics of Vietnamese learners.  
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Implications for Promoting Language Learner Autonomy 
Several researchers such as Trinh (2005), and Humphrey and Watt (2013) 
have tried to use the curriculum-based approach to promote LA in Vietnamese EFL 
higher education contexts. I now describe briefly what they have done in their 
studies. This provides the basis for comparison and contrast with the operational 
approach to promoting LLA that I adopt in this study. 
 Trinh’s (2005) study attempts to design and implement an EFL language 
curriculum with the purpose of improving existing practice. The particular aim was 
to enhance the students’ autonomy and communicative competence. The subjects of 
his study were secondary school English teacher students at a university in the south 
of Vietnam. The strong point of Trinh’s curriculum is that the students were offered 
choices of learning content and of learning methodology and interactions to use the 
target language authentically while completing the tasks to learn the language. In 
other words, implicit in the pedagogy of choices is the aim of promoting students’ 
self-regulation skills (planning, monitoring, and evaluating skills) to improve LA and 
communicative competence. However, it may take considerable time to conduct such 
an experimental curriculum. Moreover, the subjects of Trinh’s study are a small 
group of secondary school English teacher students, who have strong and specific 
motivation and attitudes to learn English. These participants learn English as their 
major. They have chosen to become English teachers at secondary schools in the 
future. This constitutes a major difference from the groups of non-English major 
undergraduates such as those involved in my study.    
Another study by Humphreys and Watt (2013) also proposed an independent 
learning journal as an autonomy-supporting task to enable Vietnamese university 
learners to take greater control over their own learning. The subjects of the study 
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were students of English for Academic Purposes (EAP) classes (class size was 
sixteen to eighteen students) in an international university in the south of Vietnam. 
The independent learning journal was designed as an intervention aiming to provide 
opportunities for learners to plan, self-monitor, and self-reflect and to show them that 
autonomous learning strategies could lead to more effective learning. It was reported 
that the allocation of class time to demonstrate strategies and allow students to reflect 
together on aspects of their learning had apparently contributed to developing 
autonomy. The study advocated the important role of teachers in supporting LA in a 
Vietnamese context. However, there were some criticisms from the teachers about 
the design of the intervention, namely that it focused too much on learning strategies 
of the journal.  
Furthermore, there is another concern about the popularity of this 
intervention. As the teachers of this study were English native speakers, all of whom 
were well qualified, the term LA may not have been new for them, and thus, they 
may have been quite familiar with how to support autonomous learning. The class 
size of this international university is much smaller than other Vietnamese 
universities (sixteen to eighteen students compared with the more usual seventy 
students per class). The learning environment of the students in this study is far more 
conducive to LLA than that of regular Vietnamese settings. Students are supported 
with teachers and coordinators; Blackboard, the online e-platform; numerous 
additional resources; a large self-access centre; a library; private study spaces; 
pronunciation workshops; and a teacher-staffed helpdesk. 
There are some points of overlap between the project work of my study and 
the two previous studies. First, it also provides learners with choices, encouraging the 
use of the TL, English, in interactions. There is also a focus on strategic learning 
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such as goal setting, planning, implementing, and evaluating. A curriculum-based 
approach to stimulating learner autonomy in a Vietnamese EFL higher education 
institution is also taken.  However, there are three main points that enhance the 
applicability and popularisation of the project work in the local context. First, it is 
designed within the existing curriculum, and therefore does not require many 
changes. The topic and the allocation of the project work can be negotiated between 
teachers and students, and thus it should be able to meet their interests. More 
importantly, the design of the project work is relatively flexible. It can be used for 
large numbers of students at different levels of English proficiency. While helping 
students to develop learning skills, it also builds up students’ confidence gradually. 
Students work and share ideas with each other like family members as is customary 
in Vietnam. Also, the teachers’ moral support indicates their irreplaceable position in 
the students’ learning.   
In the above sections, I have argued that project work may have the potential 
to enhance LA in the Vietnamese EFL higher education context. In the following 
section, I examine how project work is developed, which provides fundamental 
information to the design of the project work to enhance LLA as defined earlier for 
this study. 
Methods for Developing Project work 
There are three main stages of project work (Skehan, 1998). The first stage, 
or pre-project work, consists of communicative activities, role plays and mini real-
world tasks. The second is bridging and lead-in activities including such micro 
activities as giving a short talk, conducting an interview, and expressing information 
in different ways. Full-scale project work entails stimulus and objectives, analysing 
and practising skills, group activities, collating information and organizing materials, 
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and culminating presentation. Activities varies across the project: “[t]hrough the 
different stages, then, there is a move from analysis and preparation to less structured 
action, to a phase where reflection and accountability are brought to bear as the fruits 
of the action phase are put to some use” (Skehan, 1998, p. 275). 
Stoller (2002) proposed a new 10-step sequence for project work (table 3-2), 
which was upgraded from an 8-step sequence previously developed by Sheppard and 
Stoller (1995). According to Stoller, the 10 steps represent a way to maximise the 
potential use of project work. 
Table 3-2 
Developing a Project in a Language Classroom (Stoller, 2002) 
Steps Activities Teachers Students 
1 Agree on a theme for the project √ √ 
2 Determine the final outcome √ √ 
3 Structure the project √ √ 
4 Prepare the language demands of information 
gathering 
√  
5 Gather information  √ 
6 Prepare the language demands of compiling and 
analysing data 
√  
7 Compile and analyse data  √ 
8 Prepare the language demands of preparation of the 
final product 
√  
9 Present final product  √ 
10 Evaluate the project  √ 
 
This 10-step sequence appears to be compatible to the theoretical framework 
employed in this study. Furthermore, as can be seen from table 3-2, the teacher’s role 
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does not seem to be neglected during project work. I now explain such compatibility 
in detail. 
Pre - project work: Goal setting and planning 
The above table shows that the first three steps constitute the negotiation 
process between teachers and students on the theme, the outcomes, and the structure 
of the project. Through this process of negotiation “learners can be brought to accept 
responsibility … The basis of this negotiation must be a recognition that in the 
pedagogic process teachers as well as students can learn, and students as well as 
teachers can teach” (Little, 1995, pp. 178-180). Negotiation requires the development 
of a number of competences. Therefore, in order to promote successful classroom 
negotiation which avoids potential uncertainty, one of the major prerequisites must 
be staff professional development. In other words, teachers should be trained in how 
to promote negotiation effectively (Breen & Littlejohn, 2000).  
During project work: Implementing 
During the implementation, the students are responsible for gathering 
information, compiling and analysing data. In order to do so, they need the teacher’s 
support to prepare them for the language demands required to complete their specific 
tasks during the project. The teacher is not necessary busily doing anything, just 
simply “being with students, working alongside them, awaiting their next move or 
their return ..., and being absorbed in how they are handling their own language 
needs” (Fried-Booth, 2002, p. 18).  
Post project work: Evaluating 
Table 3-2 also indicates that the final two steps are taken entirely by students. 
Here, students will present their product and evaluate it themselves. In other words, 
the end of the project is when students express their independence in language 
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learning. In order to evaluate project work, project assessment (a single mark at the 
end or marks as the project progresses); and a grading system (same mark for a group 
or mark for effort, or for participation, or only for the end-product) are also questions 
that should be considered (Baker & Westrup, 2000). 
The Teacher’s Role 
The teacher plays a vital role throughout the project work. For example, to 
support students in carrying out project work, according to Baker and Westrup 
(2000), there is a list of questions for teachers to consider relating to the topic, 
organization, duration, participation, and management (alone, in pairs, in small 
groups, in mixed-ability groups). In addition, teachers should think about the number 
of stages (along with specific activities and places), resources (books, magazines, 
pictures, etc.), and how much work is to be completed in the classroom, the school, 
or the library. Consideration should also be given to any constraints (money for 
students to do the investigation, time of year in which to complete a project, weather 
conditions, paper, files or pictures, recorders).  
In summary, the design of project work aligns with the theoretical framework 
of this study. The practical application of project work is presented to demonstrate 
how the guidelines for the design of the project work are adapted to foster LLA. 
Practical Application of Project work  
Practical project work has been applied and proposed in efforts to develop 
students’ autonomy. For example, there is a project, entitled "Purchasing a 
Computer,"  which was designed by two English for Specific Purposes (ESP) 
teachers of business English in Italy (Sheppard & Stoller, 1995). The procedure to 
conduct the project involved discussion to decide a theme, then student compilation 
and comparison of information about four computer models in order to recommend 
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which system their school should purchase. Following this, students decided on the 
final outcome of their project. While carrying out the project, students could engage 
in different activities suggested by the teacher. In the process of completing the 
project, students needed to practice language skills and strategies that they 
determined to be important at different stages of the project. Finally, in a structured 
reflection session, teachers and students retroactively enumerated the steps they 
completed, considered what they had achieved in the process, discussed the problems 
they encountered, and identified areas that they needed to pay more attention to in 
future.  
Other researchers proposed three types of PowerPoint group projects which 
may be applicable with their EFL learners in Japan (Apple & Kikuchi, 2007). The 
first project, picture stories, was for lower English proficiency students. The 
researchers began by giving their students one or two full 90-minute classes to 
explain the basic application of power point software to prepare students for their 
presentation. After making pictures of a folk tale in power point slides, students 
could write a basic script in English and record their voice on certain slides. This 
kind of power point project not only encourages a sense of creative design for 
artistically talented students and supports for language production, but also reduces 
presentation anxiety by using the audio recording feature of power point.  
The second project involved travel plans or electronic brochures. The 
students worked in two groups, each responsible for a specific area of travel interest. 
After investigating all the related travel information, each student took charge of 
content writing and picture illustration on power point slides. Students then worked 
together to create their imaginary journey. They could record their voices or give a 
live presentation in class.  
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The third project, an opinion survey, was used for high level English 
proficiency students, for instructors with limited class time, or for power point 
presentation as a supplement to textbook materials. Students worked in groups of 
three or four to decide on a research theme which related to a topic from the 
textbook. They then wrote questionnaires and prepared the design of power point 
presentations. After that they conducted their survey and gave presentations on their 
findings.  
To evaluate power point group projects, Yamashiro and Johnson (1997) 
identified four criteria including: (1) voice control (projection, pace, intonation, and 
diction); (2) body language (posture, eye contact, and gestures); (3) content 
(introduction, body, and conclusion); and (4) effectiveness (topic, language use, 
vocabulary, and purpose). Developing these four assessment criteria, Apple and 
Kikuchi (2007) conducted two forms of evaluation that can help to solve the 
problems of large classes and time limitation in the Japanese EFL context. First, peer 
evaluation was carried out just after the presentation finished. Students completed a 
form with simple evaluation questions such as “did you understand the main points?” 
and then provided individual personalised comments to their friends. Second, 
students evaluated each other by using instructor evaluation forms. This form 
included two criteria: (1) organisation (introduction, body, and conclusion); and (2) 
delivery (eye contact, poise, voice, language use, body language, and communicative 
atmosphere). Other individual comments can also be included in the form. These two 
forms can be sent via email to provide feedback for the presentation. 
In this section, I have presented the various stages involved in developing 
project work in addition to giving practical examples in an effort to illustrate how to 
develop LLA. This information not only reasserts the applicability of project work in 
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fostering LLA but also provides me with helpful guidelines to design a project aimed 
at the enhancement of LLA as defined at the outset of this chapter. The development 
of this project also informs its alignment with the constructivist theory of teaching 
and learning, which I now discuss.  
A Pedagogic Model for Language Learner Autonomy from the Constructivist Theory  
From a constructivist perspective, learning means constructing, creating, 
inventing and developing knowledge (Marlowe & Page, 2005). In other words, 
“[a]utonomy is characteristic of knowledge construction” (Schaurhofer & Peschl, 
2005, p. 275). It is also the goal of an empowerment process, which is defined as 
“the process of how to gain and increase autonomy and control in one’s own life” 
(Schaurhofer & Peschl, 2005, p. 265). It is, therefore, possible through a 
constructivist lens to interpret practices to promote language learner autonomy.   
 A constructivist pedagogy emphasises the role of questioning, disequilibrium, 
learners paraphrasing each other and discussing ideas in learning communities, the 
importance of think time and pair talk, and the role of problem-solving and inquiry 
(Fosnot, 2005). While students construct their own knowledge by actively 
participating in the learning process, teachers provide useful help and support by 
allowing students to hypothesise, predict, pose questions, investigate, and invent. In 
other words, constructivism highlights learners at the centre of the learning process; 
the constructivist classroom is learner-centred (Wang, 2011). The concept of LA also 
recognises the central role of learners in the management of their language study. It 
requires an active and reflective involvement of learners in their learning process 
(Tudor, 1996). That is to say LA aligns with constructivist psychological theory.  
 Furthermore, constructivist teachers, as stated earlier, are those who 
encourage and accept student autonomy and initiative. Autonomous students take 
 Literature Review 83 
responsibility for their own learning by framing questions, going about answering, 
analysing, interacting with teachers, and elaborating the answers. In other words, 
these students become problem solvers.  
The way constructivist teachers frame assessment methods also determines 
the degree of LA (Brooks & Brooks, 1999).  From a constructivist perspective, the 
assessment should be authentic (Brooks & Brooks, 1999; Fosnot, 2005; Reyes & 
Vallone, 2008; Schunk, 2008; Williams & Burden, 1997). According to Reyes and 
Vallone (2008), classroom instruction can incorporate authentic assessment, which 
can be formative. Meanwhile, evaluation of learning can be summative, which is 
used to determine what students know after presentation of content. By encouraging 
students to discuss what they have learned and how to apply skills they have 
acquired, constructivist teachers assess student learning authentically (Schunk, 
2008).  As stated earlier, LA recognises the reflective involvement of learners in the 
learning process. Therefore, authentic assessment can help to promote LA. 
In this study, LLA is defined as the learner’s attitude and ability to take 
responsibility for his or her own learning in the target language. The study proposes 
developing project work as an approach to foster LLA.  
The project work is based on the sharing of responsibility between teachers 
and students in the learning process. The procedure to carry out the project work 
requires learners’ skills and knowledge of goal setting, planning, implementing, and 
evaluating. This procedure to develop LLA is aligned with the way that 
constructivist events are structured in a constructivist classroom. Such alignment 
between the constructivist theory and the project work to develop LLA of my study 
is represented in figure 3-2. 
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Figure 3-2: A Pedagogic Model for Language Learner Autonomy from The Constructivist Theory 
adapted from Gagnon and Collay (2001) (key: T = Teacher; S = Students) 
 
The stage of goal setting requires that the students organise their learning 
episodes by defining clearly what their learning purposes are. The students then 
discuss in their groups, negotiate with teachers and their group members, and agree 
on the final products for the project. This stage is called situation by Gagnon and 
Collay (2001). For example, the topic of the project work in this study is describing 
places, which involves students researching a particular place of tourism interest. 
The project work activity aims to assist students to develop their English 
communicative competence and their autonomy to fulfil the tasks. At this goal 
setting stage, students discuss and decide which place they will focus on and how 
they are going to perform their product, which may be an oral presentation or an 
album to guide “travellers” around the place.  
T-S 
Negotiation 
Authentic Materials Target Language Use 
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Second, students plan the learning content. The groups are formed from two 
to six students under the principle that this size secures effective communication. 
Students brainstorm the ideas and draw up plans for group members to fulfil the 
tasks. This stage is very close to grouping and bridge as named by Gagnon and 
Collay. There is consensus that a constructivist approach highlights the exchange or 
sharing ideas with peers and in small groups (Brooks & Brooks, 1999; Schunk, 
2008). Moreover, while discussing in groups, students are provided with an 
opportunity to link between what they already know and what is new for them to 
learn. At this planning stage, evaluation criteria should be developed and announced 
to students. The aim is to make sure students understand what to do so as to ensure 
fairness. Such criteria should include consideration of students’ performance in 
groups or as individuals, their English proficiency level, their plot, or their 
presentation skills. Planning is important as the teacher needs to support the students 
by scaffolding or building a bridge between prior knowledge and new learning. For 
example, for planning the project work, the teacher may show students a video clip 
or an album of a tourist attraction place. Then the teacher may ask students to give 
comments on the organisation, the language use, and the images. Students should try 
to think about special events, food, or sightseeing activities that they have 
experienced in the place considered a tourist attraction. Students exchange ideas 
among their groups and with their teacher to brainstorm the content of the project 
work. 
Next, students implement what they have planned for their project work. In 
other words, they are required to be responsible for carrying out the tasks in order to 
achieve the objectives. These tasks involve activities both inside and outside of the 
classroom. This stage is based on the students’ previous experiences and the “new” 
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knowledge they gain during their exploration. Teachers support students by giving 
them the opportunity to question, and to help them to synthesise their ideas. By 
questioning students, teachers explore and value the students’ views, to stimulate 
them to elaborate their answers. From a constructivist perspective, the aim of these 
questions is not to seek answers but to support students’ learning. It is important that 
teachers help students to deal with the linguistic or logical problems that may arise. 
For example, students may search for relevant information outside their classrooms. 
They may have discussions with each other to filter what they need for their tasks. 
They may bring to the class questions to ask the teacher about the meaning or the 
organisation of the information they have. The teacher can check the students’ 
progress by asking them to give a brief report.  
The final stage of the project work is evaluating, which requires students to 
present their products. From a constructivist perspective, this requires students to 
defend, prove, justify, and communicate their ideas to the classroom community. 
This also provides an opportunity for peers to review their work. It further requires 
teachers to share formal or informal feedback on what students have produced. For 
example, while one group presents their product, the others need to work on an 
evaluation sheet based on the criteria to which both teacher and students agree at the 
planning stage. A discussion session may follow, providing feedback from other 
groups and the teacher. The students may also discuss ways to improve their work. 
These stages of conducting the project work require both teachers and 
students to negotiate and share responsibility for setting the learning agenda, 
selecting learning activities and materials, managing classroom interaction and 
evaluating learning outcomes. These stages also require dialogue or discussion and 
negotiation between the teacher and the students or within student groups.  In terms 
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of language learning, such stages further include the requirement for target language 
or English use. The target language must be the medium to conduct, organise, reflect 
and communicate all the learning episodes (Little, 2007). However, this remains 
contentious in EFL classrooms. With respect to learning materials, raw data and 
primary sources such as real objects, special events, photos, maps or videos are used. 
These sources serve to stimulate students’ interest in the topic and to link their past 
experience to it (Kaufman & Brooks, 1996). 
Chapter Summary  
This study is designed to provide empirical findings about teachers’ and 
learners’ understanding of LA in language education. From the literature review in 
this chapter, it is clear that learners and teachers may understand LLA differently. 
Further, both groups may understand LLA differently from some understandings of 
the concept in the theoretical literature. 
Exploring how LLA is interpreted and understood in a particular context of 
Vietnamese EFL higher education may throw light on a number of aspects of LA, 
and suggest a suitable approach to enhance it both in Vietnam and in a wider context 
of East Asia. In order to do so, the chapter has presented a conceptualisation of LLA 
for this study, and has described and analysed an approach to fostering LLA as 
defined. This approach focuses on developing LLA through project work. 
Positioning project work in the theory of constructivism, the chapter has proposed a 
model of the pedagogy for LLA, which can be applicable in the context of 
Vietnamese higher education and other East Asian countries of similar setting. This 
pedagogic model provides a useful tool to interpret the data of the three EFL classes 
of this study. Before moving to chapters, where I apply the model, I present chapter 
four on the research design of this study.  
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Chapter 4:  Research Design 
This study involved three teachers and their students who engaged in project 
work that was designed to enhance the development of Language Learner Autonomy 
(LLA). The study adopted a case study approach. The teachers and their students 
were asked to reflect on their understanding of LA in language education and of 
pedagogic practices to foster LLA. The methods of data collection were qualitative 
and involved interviews with teachers and students and observations of classroom 
teaching and learning practices. This chapter explains specifically: (1) the research 
qualitative paradigm, (2) a case study approach, (3) the participants, (3) the data 
collection methods and procedures, (4) the data generation and analysis, and (5) the 
validity and trustworthiness of the study. 
The Research Qualitative Paradigm  
This investigation into LA in Vietnamese EFL higher education is undertaken 
as a qualitative study. There are specific reasons for this option. First, qualitative 
research is holistic, descriptive, interpretive, and emphatic (Bresler & Stake, 1992). 
As Merriam (1998) expresses, the findings of qualitative research are 
comprehensive, holistic, expansive, and richly descriptive. The goal of qualitative 
research is “to understand the situation under investigation primarily from the 
participants’ and not the researcher’s perspective” (Hancock & Algozzine, 2006, p. 
8). As LLA reflects internal processes and is therefore inherently complex, 
qualitative research is suitable for achieving the goal of the study: to investigate the 
understanding of LLA and potential to foster LA in the Vietnamese EFL higher 
education context.  
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Within the qualitative research paradigm, I have selected case study design 
because of the nature of the research problem and the questions being asked. Case 
study is “a strategy for doing research which involves an investigation of a particular 
contemporary phenomenon within its real life context using multiple sources of 
evidence” (Robson, 2002, p. 146). This kind of research approach has both strengths 
and limitations. I now outline the case study approach for this study. 
A Case Study Approach 
 In this section, the rationale for the case study approach of this study is 
presented first. Then methods to conduct a case study including explanation of the 
type of case are outlined in turn. 
Rationale 
Case study research has many advantages. First of all, case studies can be 
highly descriptive in that they can provide deep insight into the cases and show a 
strong sense of reality. Moreover, they are accessible and engaging for readers 
(Wellington, 2000). Another strength of the case study approach is that it provides 
the researcher not only with a particular focus on a specific instance or situation, but 
also meaningful data from the various interactive processes between people and 
events in their natural environments (Verma & Mallick, 1999). In short, the 
advantages for undertaking case study research lie in its particularity and uniqueness 
in understanding the complexity of the single case (Simons, 2009). 
However, there are criticisms of case study which mainly focus on the issue 
of generalisation. This problem has received several interesting responses. Stake first 
termed the issue as “naturalistic generalisation”, which, according to Simons (2009), 
meant “conclusions arrived at through personal engagement in life’s affairs” (p. 86). 
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Here, “generalisation” refers to the learning processes: the learner acquiring 
information, then generalising it to other situations.   
To assist the reader in making naturalistic generalisations, case researchers 
need to provide opportunity for vicarious experience. Our accounts need to 
be personal, describing the essence of our sensory experiences, not failing to 
attend to the matters that personal curiosity dictates. A narrative account, a 
story, a chronological presentation, personalistic description, emphasis on 
time and place provide rich ingredients for vicarious experience (Stake, 
1995, p. 87). 
According to Bassey (2000), Stake has recognised that the reader will make not only 
naturalistic generalisations (made personally by the reader) but also propositional 
generalisations (or assertions made publicly by the researcher). Similarly, it is stated 
that one important point that should be taken into consideration in examining case 
studies is the reader. It is the reader who assesses and judges the validity of a study. 
As Wellington (2000) stated, “people reading case studies can often relate to them, 
even if they cannot always generalise from them” (p. 100). In other words, the real 
business of case study is particularisation, not generalisation; the emphasis is on 
uniqueness (Stake, 1995). 
This research investigates the concept of LLA in the context of Vietnamese 
higher education. Therefore, case study, which aims to provide a rich and holistic 
understanding of a phenomenon based on a specific context (Merriam, 1998) is 
adopted.  
Literature has shown that there are a variety of instruments to collect data for 
an investigation into phenomena such as LA. However, there is also consensus that 
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most studies of this field use case study (Benson, 2001; Press, 1996; Simmons & 
Wheeler, 1995).   
In a case study exploring ethnicity and attitudes towards autonomy in 
university language teaching by Press (1996), for example, the author designed a 
three-part questionnaire to elicit data on ethno-linguistic identity, beliefs about 
language learning and preferred strategies. The questionnaire was completed in class 
time by 70 male and 30 female students over a period of one week. Press examined 
the questionnaire and resulting responses in detail after she briefly summarised the 
relevant research literature on language learning beliefs and strategies. Press focused 
on statistically significant differences emerging from the participants’ responses. The 
study concluded that, in a narrow sense, for these students, there was some 
correlation between ethnicity and preferred approaches to learning. In a broad sense, 
a particular type of learning designed to foster LA will not always work equally for 
students from different cultural backgrounds.  
In another case study on the capacity to reflect on one’s own learning 
processes as a key psychological component of autonomy, Lor (1998) cited in 
Benson (2001) applied the portfolio as a data collection instrument. Lor invited her 
students to send her bi-weekly entries for a “reflection journal” via a web-based 
system with six categories: learning events or situations, the learner’s role in the 
learning process, the learner’s feelings about learning and learning events, learning 
gains, difficulties encountered in the process of learning, and decisions and plans. 
She concluded that her students find the process of reflection in journal writing 
difficult. Teachers should provide students with challenges to enhance deeper 
reflection and with opportunities to discuss their learning process.  
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Unlike the two previously mentioned researchers, Simmons and Wheeler 
(1995) conducted a project to investigate how one model of process syllabus worked 
in their own institution. Data sources for the research include audiotapes of the action 
meetings, needs analysis, biographical and end-of course questionnaires and learner 
diaries, of which transcripts of the action meetings are the major source of data. The 
researchers concluded that the process syllabus would be a practical alternative to a 
more traditional one.  
It appears that case study is popular and appropriate to facilitate the 
understanding of the phenomenon of LA in a specific context. For example, in 
exploring LLA in the Vietnamese higher education context, it is important to 
investigate teachers’ and students’ perceptions and practices. Case study allows for 
fine grained details that will help clarify the understanding of the phenomenon of 
LLA in a specific context. I now describe methods to conduct a case study. 
Methods for a Case study 
There are five steps in conducting a case study (Creswell, 2008). First, before 
identifying the type of case, the research problems must be defined. This study is 
designed to investigate the concept of LLA, what it means and the potential to 
enhance LLA in Vietnamese higher education. One way to understand how LLA is 
interpreted is to explore the point of view of those who directly experience it, in this 
situation, the teachers and the students. In order to do so, I adopted theory-led case 
study as it is a useful research design for in-depth explorations into teachers’ and 
students’ understanding of LA in language education through a constructivist 
theoretical perspective (Simons, 2009). This type of case study refers to “eliciting 
what the actual theory of the case may be in practice” (Simons, 2009, p. 23). For 
example, this study involves three EFL classes. Each teacher’s pedagogic practice 
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that attempts to develop LLA forms the boundary for each case. The case is 
developed from an exploration of the teachers’ and students’ understanding of LLA 
in the Vietnamese EFL higher education context. Figure 4-1 illustrates how each case 
of this study is exemplified through the constructivist perspective. 
 
 
 
 
 
 
 
Figure 4-1: The Constructivist Theory-led Case study for Exploring the Understanding of LLA 
adapted from Simons (2009) 
 
  The second step in conducting a case study includes receiving approval in 
locating a research site, identifying the number of cases, and guaranteeing provisions 
for respecting the site. This study involves first, second, and third year EFL classes, 
at a private university in the Vietnamese higher education system. It is a medium 
sized university in Hanoi, in the north of Vietnam. To conduct the research, I 
obtained ethics approval from QUT with the code number 1200000701 (see 
Appendix A) and the Vietnamese university. 
The next step involves data collection using such data sources as 
observations, interviews, documents, audio-visual materials. The study was 
conducted in order to answer the following two research questions: 
Explore 
Develop Exemplify 
Constructivist 
Theories 
LLA 
Phenomenon 
The Case 
(The Pedagogic Practice) 
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1. How do teachers and students interpret and understand the concept of LA in 
the Vietnamese EFL higher education context? 
2. How do these teachers and students perceive project work as a pedagogic 
approach to foster LLA? 
To answer these questions, the research was carried out in three stages: (1) a 
first round of observations and interviews was conducted, (2) the project work was 
developed and a second round of observations was completed, and (3) a second 
round of interviews was also carried out. The purposes of each stage and the focus 
sub-questions are now presented in table 4-1: 
Table 4-1 
The Stages of the Research 
Stages Research purposes Focus of sub-questions Methods 
Stage 1 - To gain general information from 
students about how they conduct their 
English study, what their learning needs 
are, their opinions on such aspects as 
ideal learning environments, the 
purpose of classroom learning, the ideal 
lesson, their concepts of the teacher’s 
role, the learner’s role, the most 
effective way of learning a foreign 
language, strategies used to learn a 
foreign language, and evaluation of 
progress. 
How is the students’ learning usually 
conducted? 
What do students think about teachers’ and 
learners’ roles in the classroom settings? 
What is the students’ ideal learning 
environment? 
 
 
Observation  
 
Interview 
 
 
 
 
 -to gather information from teachers 
about their current understanding of 
LA, and whether their teaching 
techniques foster LLA, and if so how. 
How do the teachers currently understand 
LLA? 
What practices do they currently follow in 
terms of their understanding of how to 
enhance their students’ LLA? 
Interview 
 
Observation 
Interview 
Stage 2 To develop a project, familiarising 
students with certain teaching and 
learning strategies such as students’ 
preparation for each lesson, evaluating, 
asking for clarification, giving opinions, 
giving oral presentations. 
To what extent do the suggested activities 
enable LLA? 
Observation 
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Table 4-1 (Cont.) 
Stage 3 to obtain the teachers’ and students’ 
ideas about autonomous EFL learning 
focusing on any changes to their 
perceptions of LLA following their 
experience of the project. 
For the teachers: 
- What are the teachers’ views about their 
responsibilities and those of the students’? 
- What are the teachers’ views about their 
students’ abilities?  
-What do teachers think about the project 
work? 
- How do teachers understand LLA? 
For the students: 
- What do students think about their teacher’s 
role? 
- How do students understand autonomous 
language learning? 
-What language learning activities do 
students think help develop autonomy? 
- What do students think about their 
responsibilities in the selection of content, 
objectives and evaluation? 
Interview 
 
The fourth step in conducting a case study requires overall understanding of 
the data, detailed description of the case(s) along with their context, and proposing 
the issues or themes about the case(s). The final step is to report the research based 
on a description of the case, or full description, analysis, and interpretation 
differently or equally. I will return to these two steps in detail in the later sections. 
The Context of the Three Specific Case Studies   
As stated earlier, educational policies in Vietnam are highly centralised; most 
higher education curricula share the common requirements of the national 
framework, which is divided into three parts. The first part consists of foundation 
studies including six compulsory knowledge fields accounting for about 35 – 50 % of 
the whole program duration: (1) theory of Marxist philosophy and Ho Chi Minh 
idealism, (2) Social and Humanity science, (3) Foreign Language, (4) Natural 
science, (5) Physical education, (6) Defence education. The second part, academic 
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studies (50 - 65%), is divided into two smaller components, the broad major and the 
narrow major. The former provides knowledge of general academic purposes such as 
Introduction to Business Administration. The latter provides knowledge for specific 
academic purposes, for example Advance to Human Resource Administration. The 
final part of the programme accounts for 10% of the total time and relates to the 
graduation practicum and graduation project.  
English is the compulsory foreign language. In particular, there are two 
sections in the English program for non-major English university students. Section 
one, general English, accounts for about 20% (ten to fifteen credit points) of the total 
amount of the foundation studies (55 to 60 credit points). Section two includes 
English for academic purposes, accounting for three or four credit points of the total 
75 to 80 credit points.  
A textbook-based syllabus is very popular. The general English program 
employs several textbooks from Oxford University Press such as New English File 
(Oxenden, Latham-Koenig & Seligson, 2004, 2005), or New Headway (Soars & 
Soars, 2006), mostly at elementary and pre-intermediate levels. The English for 
academic purpose programs also use several textbooks such as English for 
Accounting (Frendo & Mahoney, 2007), English for Tourism (Walker & Harding, 
2009) or English for I.T (Glendinning & MacEwan, 2002) by Oxford University 
Press. Some institutions have their own materials. These are primarily collections of 
texts or articles relating to the academic fields. The main focus of this type of 
material is on reading and translation.    
This study involved three English classes of students from the first year, the 
second year and the third year of a Vietnamese university. Normally, students take a 
three year or seven year general English program at high school. Before starting their 
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university student life, they must pass the national university entrance examination 
which is designed in accordance with four major blocks. Block A includes 
Mathematics, Physics, and Chemistry. Block B consists of Mathematics, Chemistry, 
and Biology. History, Vietnamese literature, and Geography are grouped into Block 
C, while Mathematics, Vietnamese literature, and English are in Block D. In order to 
have a place at a university, the students need to attain the minimum band score 
issued by the Ministry of Education and Training each year. The examination 
comprises paper-based written tests; in the case of English, the design is in the form 
of a multiple – choice type test. Usually there are about 50 to 80 questions testing the 
students in vocabulary, grammar, reading comprehension and use of English. Final 
marks are given on a scale of one to ten. 
In the following, I introduce briefly the research site of the study, including: 
(1) the curriculum and assessment; (2) the class organisation; and (3) the classrooms.  
Introducing the Curriculum and Assessment 
There are also specific characteristics of the English program at this 
university. The English department decides the textbooks and issues a general 
framework including goals and objectives, time and titles for each unit after 
discussion with their teachers. Based on such general requirements, each teacher is to 
deliver the content for each lesson, along with the time requirements, suggestions for 
extra practice, and excursions. For every three or four credit points, there is one 
excursion which requires both teachers and students to visit a place considered a 
tourist attraction. The aim of such excursions is to find opportunities to use English 
outside the classroom. The students are also assigned specific tasks to prepare before 
their in-class learning. These usually involve preparations for vocabulary or 
information relating to the main content of the lessons. This syllabus is then 
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submitted to the head of the department for approval. (See appendix C - an example 
of a syllabus submitted to the head of the department). 
The research took place at the time the three classes of students were in their 
first semester of the academic year 2012 – 2013. The first year and the second year 
classes were in week four of the twelve and nine week general English course for 
semester one respectively. The third year students were in week one of the twelve 
week English for specific purposes course.  There were five periods which were 
broken into two days (two or three periods per day) of class learning each week. 
Each period lasted 45 minutes. The whole program was designed with the 
expectation of developing the four English practical skills - listening, speaking, 
reading, and writing. 
The General English Course 
The first year and the second year were considered to be the elementary and 
pre-intermediate level of English proficiency respectively. Time allocation for each 
level was slightly different.  In semester one, the first year class was timetabled for 
sixty periods of English learning of the total of 105 periods for the year. Meanwhile, 
the second year class was timetabled for forty five periods of English learning with a 
total of 90 periods for the year. The aims for the two-level course included the 
development of communication skills. For the first year course, such skills were 
developed in a limited range of simple everyday situations, whereas the second year 
course focused on the development of skills in a range of common situations. Other 
aims were the development of skills in writing and comprehension of short and 
simple texts (elementary level) and every day texts (pre-intermediate level). The 
overall goal for each course was for students to achieve scores ranging from IELTS 
equivalence of 2.5 to 3.0 and 3.0 to 3.5.  
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The main textbook used was Book two (elementary level) and Book three 
(pre-intermediate level) of the series “New English File” (Oxford University Press), 
along with similar level textbooks. This main textbook is divided into two parts with 
nine units. In responding to semester one, the first year class was allocated eleven 
periods for each unit of in-class learning from the total of sixty periods. Meanwhile, 
time allocation for each unit of in-class learning for the second year class accounted 
for ten periods from the total forty-five periods. There were two periods for 
excursion, such as when the class was to visit a place considered a tourist attraction. 
Of the remaining three periods, two were for testing, and one was for the 
introduction to the English course and the study guide (See appendix B for 
presentation of course structure and time allocation).  
The textbook includes the “student’s book” and “the workbook”. The 
student’s book is designed for in-class learning, and the workbook is a series of 
exercises mainly for students to practice at home or after class time learning. At the 
end of the student’s book, there are some additional sections such as “grammar 
bank”, “vocabulary bank”, and “CD transcripts”. The grammar bank is a summary of 
the grammar points and the vocabulary bank is a list of the new words in each unit of 
the student’s book. The CD transcripts provide all the listening transcripts for the 
audio tasks of the textbook.  
In terms of testing and evaluation, there were three elements. First were the 
teacher-devised oral and written tests. They were usually set as homework, which 
was checked or preparatory work that the teacher marked during in-class learning. 
Second were the two standardised tests or progress tests. Each lasted for one period 
taking place after the first two units and the remaining three units. Table 4-2 
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illustrates how the final scores of the English module were calculated in the research 
site:  
Table 4-2 
Regulation on Scoring Calculation in a Vietnamese University 
Element 1 = X Element 2 = Y Element 3 = Z Total scores 
Teacher devised tests 
including average 
marks of homework or 
preparation checking 
or students’ attendance 
Standardised tests 
(Progress tests) 
Final test: Listening 
15%, Reading + 
Writing 70%, Speaking 
15% 
100% 
(scaling on 1-10 
marks) 
Total scores = [Z x 2 + aver. (X + Y)]/ 3 
 
The learning content in this class was based on the main textbook. It was an 
integrated skill textbook, providing the students with opportunities to learn listening 
and speaking skills for which many had no previous experience.  I now describe and 
analyse the current approaches to teaching and learning English. 
The English for Specific Purpose Course 
This is the second English for Specific Purposes (ESP) course for non-
English major students. It is also the last English course of the English program for 
this group of students, which is timetabled for sixty periods. The main aim for this 
ESP course included the development of confidence and ability to present a brief 
introduction about a specific place of interest. The overall goal for this course is for 
students to achieve a score of 4.0 of IELTS equivalence.  
The main textbook used for this ESP course was “English for International 
Tourism – Intermediate” (Longman). This is an integrated skills textbook containing 
twelve units, which was designed for thirty-six periods of in-class learning. In 
addition, the syllabus left four periods of face-to-face meetings between teachers and 
students in the library or other places of convenience in the university. There was one 
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meeting every two weeks. The content of these meetings involved questions and 
answers or discussion about the readings that students were supposed to complete 
with the aim of developing their vocabulary and reading comprehension of the 
academic field of tourism. Furthermore, there were twenty periods for drama or role 
play of three situations, entitled At a hotel, Booking a tour, and A visit to an historic 
place.  
The testing and assessment entailed allocation of three types of marks. The 
first mark was the average of teacher devised tests. The second mark was the average 
of three spoken tests assessing three practice situations, and the third was a standard 
written test. These three types of marks accounted for approximately 35 percent of 
the total final scores. The remaining, 65 percent was for the final test. This test was 
designed in the form of multiple-choice questions for listening and reading 
comprehension. The writing section usually involved letter writing such as gap-
filling, sentence building from several prompts, responding to a request, or a request 
for a given situation. The speaking section required students to act as a team playing 
roles of tour guides and visitors. They could make oral presentations in class or video 
clips. The total score for the final test was the average of the written test (listening, 
reading and writing sections) and the speaking test.  
Introducing the Project work in the Existing Curriculum 
I adapted the project work from Fried-Booth’s (2002, pp.111 – 112), “A 
famous city”, which was very close to one of the topics of the syllabus used in the 
institution, namely describing places. The reason for this choice was that it aligned 
with the existing curriculum and did not require many changes. 
Teachers in the research site were invited to try this project out in their 
classes. The teachers had the opportunity to decide how they would implement the 
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project in their class. For example, they were free to specify the duration and 
organisation of the project work. They could further develop the initial ideas of the 
project that they thought suited to their students. 
The project involved students researching a particular place of tourist interest. 
Each group of students gave an oral presentation, a video clip or produced a 
guidebook to guide “travellers” around that place. The project work also had the 
potential to provide cross-curricular links with history and geography studies. 
The focus of the project work was teacher-student negotiation to enhance 
students’ attitude of responsibility and ability to set learning goals, to plan, to 
implement and evaluate their learning. The project could be used flexibly for 
students of all levels of language proficiency and large classes. In other words, it was 
assumed that the project was do-able for all students irrespective of their levels of 
English language proficiency. Teachers and students were expected to use English 
for their classroom interactions such as asking for clarification, giving explanation, 
and giving feedback during the project. They were encouraged to access and explore 
information in English. Furthermore, it was expected that language proficiency 
would develop through the project: gains in vocabulary, grammar, and the four 
macro skills of listening, speaking, reading, and writing were all anticipated. In any 
case, the English language requirements for success were carefully tailored to the 
students’ proficiency levels.  
During the project, teachers played the role of a facilitator to support the 
learning process especially for language preparation and assessment. Materials such 
as real objects, videos, or pictures were expected to be used for scaffolding and 
stimulating the students’ learning interests. 
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Introducing the Class Organisation 
The classes are assigned by the institution according to the students’ majors. 
For English non major classes, the number of students per class is about forty to fifty 
with mixed levels of English proficiency. There is one English teacher per class. 
Information about the participants of this study is now given. 
Introducing the Classrooms 
Most teaching at this university occurs in classrooms which have seating 
capacity in rows for seventy to eighty students. The teacher is located at the front of 
the classroom on an elevated platform. The intention is that the raised platform will 
allow the teacher to easily see the students. There is also a large green chalkboard on 
the wall. In most English classes, there were approximately forty five students, who 
sat towards the front of the room. Each row consisted of four tables. There were two 
or three students at each table. As the room capacity was double the number of the 
students, most of the seats towards the back of the room remained empty. 
For specific purposes, there are media classrooms. Each was designed for 30 
– 45 students. The students were to sit in rows. There was a green chalkboard on the 
front wall. Next to the board was a big computer screen. There was a loud speaker on 
the back wall. The computer case was under the teacher’s table. It required a booking 
to use this room. 
Research Participants 
This section describes the two groups of participants for this study: the students 
and the teachers. Profiles of each group and the reasons for the chosen participants 
are stated. 
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Students 
Participants were asked and chosen on a voluntary basis. Three groups of 
students from the first, the second, and the third year EFL classes, who for the 
purposes of this study are demonstrating low, medium, and sound levels of English 
proficiency volunteered. It was planned to interview three students in each class. As 
four students were willing to participate, four in depth interviews were conducted 
with them all after the arrangement of a suitable time and place. The table below 
provides the students’ profiles. 
Table 4-3 
Students’ Profiles 
Year Number of 
students 
Levels of 
English 
proficiency 
Number of 
English classes 
per semester 
Number of 
interviewees 
Class 1 (First year) 37 low 60 4 
Class 2 (Second year) 38 medium 45 4 
Class 3 (Third year) 40 sound 45 4 
 
Teachers 
Teachers were also chosen on a voluntary basis with consideration of their 
English teaching experience and qualifications. The first criterion was the teachers’ 
willingness to implement new instructional practices as a key factor influencing 
educational improvement (Guskey, 1988). The second criterion relates to their 
qualifications as university lecturers as regulated by Vietnamese education law. All 
participants had the minimal qualification of the M.A degree. The third criterion was 
the number of years of teaching experience for this which Harris (2008) identified as 
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another factor influencing student learning. According to this criterion, the three 
teachers might be regarded as early, middle and late career practitioners. 
As there were ten teachers willing to participate, I had to consider their 
teaching timetables. This was important as the three teachers’ timetables needed to 
be appropriate for me to carry out different stages of my data collection. For 
example, after observing the first class, I needed time to interview participants. Then 
I could move to do similar work with the second, and the third classes. 
Similar to most other English teachers in Vietnamese universities, the three 
teachers have not had much experience of how autonomous learning is fostered. Two 
of them had studied and taught English mainly in Vietnam. Only one teacher may 
have had some experience of learning autonomously from her M.A course, which 
was a Vietnam-based joint program run by a Vietnamese and an Australian 
university.  
Most of these teachers usually face challenges in teaching practice such as 
multi-level classes, large classes, and limited time for teaching preparation. They 
also attend workshops for language teachers sponsored by their university and other 
international organisations responsible for professional development. The topics of 
these workshops include design of effective lessons, building students’ confidence, 
and teaching communicative skills. The teachers’ profiles are summarised in table 4-
4: 
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Table 4-4 
 Teachers’ Profiles 
Name 
(Pseudonym) 
Age Class Highest degree English teaching experience 
Anh Nguyen 51 1
St
 Year  M.A (PhD student)           29 years 
Ly Tran 28 2
nd
 Year  M.A            4 years 
Hai Pham 32 3
rd
 Year  M.A             8 years 
 
Data Collection Methods and Procedures 
This section first presents the choice of interviews and observations as the 
data collection methods for the study. Then, the procedures to collect the necessary 
data are also described.   
Interviews 
In this study, interviews were employed as the main data collection method. 
The interview is commonly used by qualitative researchers to discover and portray 
the multiple views or realities of the case (Stake, 1995). In other words, it is a useful 
way to see how people interpret the world around them (Merriam, 1998). As simply 
stated by Wellington (2000, p.71), interviews are designed “to probe an 
interviewee’s thoughts, values, prejudices, perceptions, views, feelings, and 
perspectives”. Therefore, interviews are appropriate and applicable for this study, 
because I am interested in finding out how Vietnamese teachers and students 
understand and interpret the concept of LA. 
In order to conduct a successful interview, Hancock and Algozzine (2006) 
recommended that researchers follow certain guidelines such as identifying key 
participants in the situation, and developing an interview guide to identify 
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appropriate interview questions. Further guidelines for researchers include 
considering the setting of the interview, developing means for recording the 
interview data, and adhering to legal and ethical requirements for research involving 
people (Hancock & Algozzine, 2006) .  
Three types of interviews are commonly used in case study investigations: 
structured, semi-structured and unstructured (Hancock & Algozzine, 2006; Johnson 
& Christensen, 2012; Merriam, 1998).  The first type is used to gather common 
socio-demographic data from respondents. The second format allows the researcher 
to respond to the situation at hand, to the emerging worldview of the respondent, and 
to new ideas on the topic. The final type is rarely used as a sole means as the 
researcher may not know enough about a phenomenon to come up with relevant 
questions in the course of the interview. In order to achieve the specific aims of this 
study, I adopted semi-structured interviews. This type of interview allows 
“interviewees to express themselves openly and freely and to define the world from 
their own perspectives, not solely from the perspective of the researcher” (Hancock 
& Algozzine, 2006, p. 40).  
It is suggested that in setting up and conducting an interview, there are certain 
considerations. First, the social interaction between interviewers and interviewees 
may lead to bias (Wellington, 2000). Merriam (1998) also had the same idea when 
addressing this factor as a complex phenomenon that colours the interaction and the 
data elicited. Merriam advised interviewers to be nonjudgmental, sensitive, and 
respectful towards the respondent. Moreover, Cohen, Manion, and Morrison (2011) 
stressed that interviewers should maintain a good rapport with interviewees, which 
means handling the interview sensitively and professionally. 
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Rapport also requires the interviewer to communicate very clearly and 
positively the purpose, likely duration, nature and conduct and contents of 
the interview, to give the respondent the opportunity to ask questions, to be 
sensitive to any emotions in the respondent, to avoid giving any signs of 
annoyance, criticism or impatience, and to leave the respondent feeling 
better than, or at least no worse than, she or he felt at the start of the 
interview. This requires the interviewer to put himself/ herself in the shoes of 
the respondent, and to be sensitive to how it must feel to be interviewed 
(Cohen, et al., 2011, p. 422). 
The second factor that should be taken into consideration is the socio-cultural 
context. Both interviewers and respondents bring their own culture into the 
interview. As Cohen, et al (2011) stated, “this might affect the nature, substance and 
amount of data given” (p. 421). Therefore, interviewers should not only be 
knowledgeable but also skilled in communication and interaction in order to create 
an appropriate atmosphere for participants to express their ideas freely (Kvale, 1996 
cited in Cohen, Manion, & Morrison, 2011; Merriam, 1998).  
Another factor is the use of leading questions or excessive prompting during 
interviewing. For a question, for instance “it must be really hard for you to express 
yourself in English?”, the answer is anticipated. Similarly, for a question such as “do 
you know that the way to improve your English is to practise it as much as 
possible?”, respondents may not use their own terms or experiences to provide the 
answers.  In this case, the ethical dimension of interviews, for example, informed 
consent, guarantees of confidentiality, beneficence and non-maleficence as 
recommended by Cohen et al. (2011) and Wellington (2000) should be applied. 
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In order to supplement and strengthen the interview data, this research 
applied observation as a secondary data collection method. It is suggested that 
observation should not be used alone, but in combination with other techniques 
(Verma & Mallick, 1999). Particularly, when observation is used to supplement 
interview data, it “allows for a holistic interpretation of the phenomenon being 
investigated” (Merriam, 1998, p. 111).  This method is a useful way in “watching 
what people do, looking at their behavioural patterns and actions and at objects, 
occurrences, events and interactions” (Carson, Gilmore, Gronhaug, & Perry, 2001, 
p.132). 
Observations 
Observational methods can be divided into two types: structured and less 
structured (Verma & Mallick, 1999). The former relates to a list of features to be 
addressed on an observation guide such as time, date, location, events, behaviours, or 
persons of the observation (Hancock & Algozzine, 2006; Merriam, 1998). The latter 
can be compared to “a television camera scanning the area” (Merriam, 1998, p. 97). 
This type is further classified into semi-structured and unstructured observation 
(Cohen, et al., 2011). In a semi-structured observation session, researchers collect 
data to illuminate their agenda of known issues without predetermination. In contrast, 
in an unstructured observation session, researchers are not guided by pre-determined 
categories. They, thus, will go into a particular situation, observe, and then decide the 
significance for the research. The unstructured observation is often carried out in the 
early stages of research for the purposes of familiarizing the researcher with the topic 
and further refining the research questions (Burton & Bartlett, 2005). A structured 
observation is based on previous theorisation while semi structured or unstructured 
observation leads to theorisation (Cohen, et al., 2011). 
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While collecting information in an observation session, it is important to 
assume one of four possible stances: complete participant, participant as observer, 
observer as participant, and complete observer (Angrosino, 2007; Merriam, 1998). In 
the first stance, complete participant, the researcher is a member of the observed 
group. If the group activities are revealed, she may be regarded as a “spy” who 
deceives other people. In the second stance, participant as observer, the researcher 
has an active role. Her responsibilities to the group are assumed but there will be 
none of her commitment to the values and goals of the group. The next stance is 
observer as participant. Here, the researcher’s observer activities are known to the 
group. Therefore, the information she may gain is controlled by the group. The 
fourth stance, complete observer, is when the researcher observes only and is 
detached from the group. Her role is typified in the two-way mirror, the video 
recording, the audio recording and the photograph (Cohen, et al., 2011).  
Before the observation, it is important for the researcher to design an 
observational protocol (Creswell, 2008). Creswell also stresses that through a 
protocol, the researcher can record descriptive information of the activities on the 
setting. Moreover, reflective data of the themes and personal insides during the 
observation is also provided.  
Another effective tool that has been used widely in class observation for 
many decades is video recording of class activities. The advantages of video 
recordings, according to O’Leary (2013), are that the data are recorded 
systematically and can be viewed repeatedly. In other words, video recordings give 
“researchers more flexibility in recording a variety of behaviours, most notably the 
ability to progress at their own speed, or to watch behaviours again if needed” 
(Rosen & Underwood, 2010, p. 953). 
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In the observation process, “the qualitative case study researcher will keep a 
good record of events to provide a relatively incontestable description for further 
analysis and ultimate reporting” (Stake, 1995, p. 62). Merriam (1998) provides a 
checklist of elements to observe such as the physical setting, the participants, 
activities and interactions. 
In this study, I combined the roles of observer as participant and complete 
observer for specific reasons. First, the aim of classroom observation here is to note 
the practical activities of classroom teachers and students. The information gathered 
was to complement the interview sessions. Second, the use of participant observation 
allowed me to gather data on sensitive, unspoken topics or behaviour, which might 
not be mentioned in the interviews. It provides a useful tool for me not only to check 
how participants interpret the term LLA but also to sensitize and familiarize myself 
to the context (Cohen, et al., 2011). Third, video recordings can be viewed several 
times, therefore, avoiding the situation of missing crucial observational information.  
Data Collection Procedures 
This section describes three stages conducted to collect data for this study, 
including two rounds of observation and interview, sandwiched between which was 
the development and implementation of the student project designed to enhance 
LLA. Each stage is now outlined in detail. 
Stage 1: Observation - Interview 
A class observation was conducted in each class before the first interview 
took place. As stated earlier, the aims of this data collection method was to obtain 
information on practical activities of classroom teachers and students to complement 
the interview. The observation protocol was designed on the basis of the teaching 
schedule that each teacher prepared before each term, for example the class 
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organisation, materials, the language of instruction, or assessment (See appendix D 
about a sample of observation protocol). 
The interviews with students in Vietnamese comprised three parts. In the first 
part, students were asked to provide information about how their learning was 
usually conducted. In the second part, questions related to students’ perceptions on 
teacher and learner roles. The final part questioned students about their opinions on 
their ideal learning environment.  For example: 
- What do you find easy/ difficult in your English learning?  
- What resources/ materials do you use in your English learning? 
- How much time do you spend on learning English outside the classroom? 
What do you usually do there? 
The interviews with teachers in Vietnamese were in two parts. After asking 
teachers about their current understanding of LA, there were questions on whether 
their teaching techniques foster LA, and if so how. For example: 
- What is LA? Do you consider LA important? Why? Why not? 
- Do you do anything to encourage your students to become more 
autonomous in or outside the classroom? What? 
All the interviews were audio-recorded and were arranged to take place at a 
room on the university campus at the participants’ convenience.  
Stage 2: The Project Work - Observation 
 Before the project work was conducted, there was a preliminary session with 
teachers about how to engage in the project. The primary reason for this was to avoid 
any uncertainty that may occur so as to obtain successful classroom negotiation 
between teachers and students (Breen & Littlejohn, 2000). 
During the project, classroom observations were conducted. I employed 
observation protocols as the main instrument and video-recordings as the 
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supplementary instrument to avoid missing necessary information. The timeframe for 
this project work was as follows: 
Table 4-5 
The Timeframe of the Project work 
Weeks Stages Tasks 
Week 1 Goal setting Negotiating and deciding the outcome/ the product of the project 
 Planning Forming groups 
Brainstorming the stories 
Drawing up plans for group members within class and out-of-class 
Weeks 2, 3, 4 Implementing Carrying out the tasks 
Weeks 5 - 6 Evaluating Performing the stories within class learning 
Sharing evaluation and feedback 
 
Stage 3: Interview 
The interviews were carried out individually with the students and the teachers 
of the three classes. The aims were to explore their perceptions of LA after engaging 
in the project work. Followings are sample interview questions with the students: 
- What do you think about your teacher’s role in the project work? 
- How do you evaluate your ability to complete your tasks in the project 
work? 
and with the teachers: 
- How do you evaluate the project? How did it go? Can it be used again? 
- How do you evaluate your students’ ability to complete the tasks in the 
project work? 
The process of data generation was summarised in the following figure: 
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Figure 4-2: The research process (Key: T = Teachers; S = Students; R = Researcher) 
 
Data Generation and Analysis 
In the following, I present details about how the data of this study were 
generated. Then, approaches to data analysis and language boundaries are described, 
including specific steps employed for analysing the data and the issues of 
transcription and translation for this study. 
Implementation 
(T & S) 
A Case Study 
Class Observation 
Stage 1: 
Qualitative 
Stage 2:  
Exploratory course 
Project work  
Stage 3:  
Qualitative 
 
Interview 
(S & T) 
- Orientation to project (R & T) 
- Consultation about 
implementation of project (R &T) 
- Final design (T) 
Class Observation 
Interview 
(S & T) 
Data 
analysis 
 116 Research Design 
Data Generation 
Interview (stages 1 and 3):  
The interviews took place in a room in the university and were audio recorded. 
Digital recording can assist interpretation as it allows the researcher to focus on the 
conversation and record non-verbal gestures of the interviewee, rather than spending 
time writing what is said (Robson, 2002). The data were then typed into text for 
careful qualitative theme analysis (Sanacore, 2008). All these transcripts were finally 
segmented and coded. NVivo, a useful qualitative data analysis tool, was applied to 
manage these qualitative data.  
The interviews with all of the teachers and students were in Vietnamese. 
Therefore, the issue of transcription and translation, which will be presented in the 
next section, is an important matter of consideration. 
Observation (stages 1 and 2): 
One class observation was conducted in each of these three classes before the 
first interview took place. I had also made three class observation sessions in each 
class while the language project was carried out. The first session was when the 
teachers gave an introduction to the project; then both the teachers and students 
discussed and decided the product outcomes. After that the students worked in their 
groups to brainstorm ideas, and to assign tasks for the group members. The second 
session was designed to see what activities occurred after the negotiation. The third 
session was to observe evaluation procedures.  
The Project work (stage 2):  
Before the project work, there was a preliminary session between the teachers 
and me. The aims were to discuss, negotiate, and then reach general agreement on 
the framework for the project. It was during the time that the project work was being 
conducted that the teachers and I discussed, and negotiated to get general agreement 
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on any emergent issues. Table 4-6 shows the details of the timeline and places for 
data generation. 
Table 4-6 
Data Generation Timeline and Places 
Time Data generation Places 
6th – 7th December 2012 First round of observation  3 classrooms in a Vietnamese 
university 
10th – 14th December 2012 First round of interview A room in the university 
A preliminary session with teachers  A room in the university 
17th December 2012 – 26th 
January 2013 
 The project work 
Second round of observation: 
  -Pre-project work 
  -During project work 
  -Post project work 
3 classrooms in the university 
28th January 2013 Second round of interview A room in the university 
 
Data Analysis and Approaches to Language Boundaries 
After presenting the three stages involved in analysing the qualitative data of 
this study, I discuss the approach to language boundaries. Specifically, I present the 
process of transcription and how I dealt with issues of translation to obtain the data 
for this study. 
Data Analysis  
This study adopted three steps in analysing qualitative data: obtaining a 
general sense of material, coding the data, and generating themes (Creswell, 2008). 
An issue pertinent to each of these three steps is whether they should be conducted in 
the source language or the English translation version.  
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Studies show that there are no significant differences when developing 
themes and meanings directly from the source transcript, then translating these 
categories into English (Lopez, Figueroa, Connor, & Maliski, 2008; Twinn, 1997). 
Moreover, when the work to explore and code the data for analysis is carried out in 
the source language, it will help to avoid dross in the translation. Dross is described 
as uncategorisable data, which do not relate to the topic being discussed in the 
interview (Morse & Field, 1998). It is considered as data that cannot be categorisable 
and irrelevant to the topic. For example, in the interview, instead of saying 
something about the topic, the interviewees asked me how long I was staying in 
Vietnam this time or they said something such as “Your kids must like Australian 
schools very much”. This was an aside from the interview and yielded no relevant 
data.  
In this study, the process of obtaining a general sense of material, coding the 
data, and generating themes were conducted in Vietnamese before the translation 
work was done. They are interactive steps, and the details are now described. 
Obtaining a general sense of material 
This step required me to read the transcripts several times to familiarise 
myself with the content. The more times I read my database, the deeper the 
understanding of the information supplied by the participants I developed (Creswell, 
2008; Lopez, et al., 2008).  Each time I read, I hand marked important and significant 
responses such as ideas or concepts, which emerged from the raw material. I made 
my personal assessment for these responses because qualitative research is 
“interpretive” research. Then I divided these responses into broad categories and 
noted down and annotated my considerations regarding the underlying meaning of 
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what each interviewee was saying in short phrases to prepare for the next phase of 
coding. 
Coding data 
This step is commonly referred to as classification and labelling text to form 
themes from the data  (Creswell, 2008; Edwards & Lampert, 1993; Miles & 
Huberman, 1994). This was a central part of preparing the data for analysis for this 
study. I used coding to identify topics, themes or issues and brought together the data 
segments where these occurred (Bazeley & Richards, 2000; Miles & Huberman, 
1994). For example, after each participant’s transcript was coded into an estimated 
ten to fifteen codes, I made a list of all code words. I grouped similar codes and 
looked for redundant codes. The purpose of this work was to reduce the number of 
codes to a more manageable number, such as 20 to 25. I looked at this list and went 
back to the data to see whether any new codes emerged. The literature review and the 
theoretical framework helped me to decide the codes. I also based on research 
questions and sub-questions to finalise these codes. 
Generating themes 
Themes (also called categories) are similar to codes collected together to 
form a core idea in the database. Themes can be found, pulled out and clustered by 
retrieving and organising codes (Miles & Huberman, 1994). The process of 
generating themes for this study included reducing the list of codes to get five or 
seven themes. The reason for such a small number was that it was more manageable 
and better for reporting detailed information with a few themes rather than many 
themes (Creswell, 2008). For example, I reduced the list of codes by comparing them 
with key themes from the literature review, the theoretical framework, and the 
research questions and sub-questions. I also noted down themes that emerged from 
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the data for later analysis. The table 4-7 illustrates the process of coding and 
generating themes: 
Table 4-7 
Representation of the Process of Coding and Generating Themes 
Codes Data      Sub-themes/ Themes 
1a1 Không coi trọng việc chấm điểm 
Not to take marking as an important criteria   
 
 
 
 
 
 
1a2 Nhiều hình ảnh - many pictures  
1b Được tự do trao đổi trong khuôn khổ - 
discussing freely in boundary  
1c 
(1c1+1c2) 
Dù̀̀̀ ng nhiều TA - high frequency of English 
usage 
1d GV cần tạo hứng cho SV – teachers need to 
motivate students to learn 
1e Giờ học TA thoải mái hơn – The lesson 
should be freer 
1f Bài tập thoát khỏi giáo trình – Out of 
textbook exercises 
1g có 1 số hình ảnh - some images 
1h được thầy cô nói chuyên cởi mở hơn về 
việc học TA – teachers sharing experience 
in English learning more openly 
1i nghe các thầy cô giao tiếp TA – listening to 
teachers communicating in English 
Key: List 1 - Sở thích học trên lớp (In-class learning preferences) 
In the above table, 10 sets of data were coded such as 1a1, 1b, 1c, or 1i. They 
were then grouped into five boxes to illustrate the themes which were in disorder.  
As the data of this study were produced in Vietnamese, it was necessary to deal with 
the approach to language boundaries. I now describe the transcription and translation 
techniques used in the study. 
Approaches to Language Boundaries 
The following presents two important tasks to prepare data for analysis: (1) 
transcription, and (2) translation. In the former, I answer the questions of who should 
Kiểm tra - Đánh giá   Testing & 
assessment   1a1 
PP dạy    Teaching methods    1b, 1d, 
1e, 1h, 1i 
Dạng bài tập     Learning activities 1f 
Ngôn ngữ giảng dạy   Language of 
instruction  1c 
Tài liệu dạy – học   Teaching – learning 
materials   1a2, 1g 
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transcribe and what to transcribe. In the latter, I provide information about who 
should take the responsibility for translation and how to secure translation adequacy. 
Transcription 
Transcription of interview data plays a very important role in preparation for 
analysing data. It is a bridge between interview and analysis (Dortins, 2002). To 
elaborate, it is a powerful act of representation which can affect how data are 
conceptualized (Oliver, Serovich, & Mason, 2005). There are two key questions that 
I need to take into consideration in dealing with the issue of transcription. These are 
(1) who should transcribe and (2) what to transcribe. 
The responsibility for transcription of this study was taken by me, the 
researcher. The main reason for this is that through repeated listening, I could obtain 
in-depth understanding of the interviews. This helped me to acquire detailed 
knowledge of the interview content (Wellard & McKenna, 2001). Another reason is 
that transcriptions are expensive. The more transcribers involved, the more costly the 
transcriptions.  
I transcribed the interview data in two stages as suggested by Powers (2005). 
First, I created a verbatim transcript of the interview data. That was word-for-word or 
faithful reproduction of verbal data (Poland, 1995). Nonverbal cues such as silences 
and body language and emotional aspects like crying, coughs or signs should be 
incorporated into transcribed texts (Halcomb & Davidson, 2006). They were 
recorded in brackets following the verbatim script. The following extract, which is 
translated into English, is an example: 
Interviewer: How do you understand learner autonomy? 
Student: [ummm] learner autonomy ...[ah...]? 
Interviewer: yes, learner autonomy 
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Student: [ah..]... this thing ... I ... I ... think [uhmmm].....[sigh]  
             I have never thought ... [ah] ... 
  
Each recording was labelled with participants’ codes to ensure the anonymity 
and confidentiality of participants (McLellan, MacQueen, & Neidig, 2003). All the 
transcriptions were typed and stored on the computer. Then, I reviewed and corrected 
the transcripts against the recordings. Here, I went back and listened again to the 
utterances two or three times and checked their accuracy against the document on my 
computer screen. Thus, the readability of the transcripts in terms of text arrangement 
and grammaticality were maintained (Edwards, 1994). 
This study aims to investigate the understanding of LA. The focus of the data 
analysis, thus, is on achieving the ideas rather than the linguistic detail of 
transcription. In my transcription, I imposed some written conventions such as 
punctuation, and letter case upon the data to turn the oral language into the written 
version. 
Translation 
Since the data of this thesis are in Vietnamese, translation is an important 
consideration. It will be recalled that interviews were conducted in Vietnamese and 
were reported in English. The quality of translation plays a significant role in 
ensuring that the research results obtained are valid. “If translation is not done well, 
this could lead to suspicious research findings, which reflect systematic errors of 
translation rather than substantial differences between groups” (Maneesriwongul & 
Dixon, 2004, p. 183). It was, thus, important for me, the researcher, to decide two 
things: (1) who would take responsibility for the translation and (2) how to secure 
translation adequacy.  
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First, with respect to the question of who should undertake translation, 
researchers should consider the impact of translation-related decisions on research 
validity when data is collected in one language and the findings are presented in 
another (Birbili, 2000). These decisions, as summarised by Birbili, relate to the 
autobiography of the translators, the translators’ knowledge of the culture of the 
people under study, the translators’ language competence, and the position of 
translators in relation to the researcher. It is also important that a translator should be 
bilingual and sufficiently educated to have familiarity with the concepts and the 
relatively formal language presented in the texts (Bracken & Barona, 1991). A 
bilingual is defined as a person who has ability to carry on at least casual 
conversations on everyday topics in both languages. However, their language 
proficiency may be different (Myers-Scotton, 2005).  
In the case of this study, a higher level of bilingualism is required because the 
conversation involves professionals talking about their work. Also, the researcher 
and the translators should have a close working relationship with each other (the 
researcher’s colleagues or friends) to enable the study to progress effectively and 
efficiently (Kirkpatrick & Van Teijlingen, 2009).  It can be inferred that the 
translators for this study should be Vietnamese/ English bilinguals. As the data were 
collected in the source language, it is likely that translators use the source language, 
their mother tongue, in order to obtain cultural knowledge on the part of the 
interviewees. In addition, they should have experience in the field of education 
practice and research. In this study, for example, translators can be English teachers 
or professional translators or researchers who work in the field of education.  
Second, in order to secure adequacy of translation, important techniques for 
eliminating translation-related problems should be applied. These techniques include 
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back translation and consultation with other people as suggested by Brislin (1970), 
Bracken and Barona (1991), Birlini (2000), and Chen and Boore (2009). 
Back translation 
Back translation is one of the most common and highly recommended 
techniques in the translation process (Birbili, 2000; Bracken & Barona, 1991; Brislin, 
1970, 1986). I will now introduce the procedure of back translation before describing 
how back translation was used in my study.  
Here, one translator translates from the source language (Vietnamese) to the 
target language (English), and another undertakes independent or blind translation 
back to the source. The problem of equivalence is one of the most pressing issues in 
translation (Müller, 2007). The words may appear in the source language but it may 
be hard to find their appropriate expressions in the target language (Kirkpatrick & 
Van Teijlingen, 2009; Müller, 2007). Therefore, according to Maneesriwongul and 
Dixon (2004), in back translation, it is possible to modify words and concepts that 
have no clear equivalence in the other language. Where it is impossible to find 
lexical equivalence in two languages, comparability of meaning is sought (Birbili, 
2000).   
The back translation procedure can be worked through several rounds to 
reduce the discrepancies that may exist between the original version and the back 
translated version (Bracken & Barona, 1991; Maneesriwongul & Dixon, 2004). This 
is necessary as it can help the researcher to compare the two versions. Another 
benefit is that “it guides final decisions about the wording of the original language 
version which will eventually be used in actual data collection” (Brislin, 1986, p. 
160). In short, multiple rounds of back translation increase the likelihood that the 
final back translation version is close to a target language version. 
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Consultation with other people 
The technique of consulting with other people involves discussion with one 
or a group of bilingual people about the use and meaning of problematic words 
(Birbili, 2000). These people then jointly make decisions about the best terms to use. 
The effects of the procedure of translation and the techniques used on the collection 
and interpretation of original language qualitative data for English presentation were 
examined in a study by Chen and Boore (2009). It was proposed that to gain 
conceptual equivalence and word comprehension, an expert panel committee should 
be involved in reaching final agreement on the translation. This expert panel should 
include those who have expertise in language, culture, subject, and methodology to 
ensure adequate debate on the issues that may happen on the translation (Chen & 
Boore, 2009). 
Since there is no single perfect translation technique (Maneesriwongul & 
Dixon, 2004), I combined techniques of back translation and consultation with other 
people to achieve adequacy of translation for this study. My data collection method, 
the interview, required the work of translation. In what follows, I address how this 
procedure was carried out. 
The interviews were digitally recorded. The number of interviewees was 
large. Therefore, I decided not to conduct my translation for the corpus of interview 
data. The reason for this is that if the translator translated all the interview content, 
there would be issues of time and finance. Here, I firstly transcribed the interviews 
with teachers and students in Vietnamese. Then I (a bilingual Vietnamese - English 
translator) completed the translation into English with the focus on translating 
relevant chunks. After that, I revised my translations to ensure that the original 
meaning was accurately and correctly conveyed. In order to avoid translation bias, I 
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kept the direct quotations in both Vietnamese and English language versions.  Also, 
there was a process of consultation with a group of my colleagues, who were 
Vietnamese English teachers, in order to achieve the most appropriate translation. 
Finally, I discussed some points of translation with my supervisors, who are native 
speakers of English with expertise in professional and academic English for 
audiences in global contexts. I perceive all these steps have helped me to secure 
translation accuracy for the data of this study.  
Validity and Trustworthiness Issues 
Validity or trustworthiness is the term that most researchers use to refer to the 
quality difference among different qualitative research studies (Cohen, et al., 2011). 
According to these authors, in qualitative data, validity possesses several principles 
such as natural settings, context-boundedness and thick description, socially situated 
data, and the holism in the research. These principles further include descriptive data, 
participants’ viewpoints, the inductive way to analyse data, the way to present data, 
and the researcher’s role as the key method of the research.  
In order to strengthen validity, triangulation is employed (Cohen, et al., 2011; 
Merriam, 1998). Triangulation is described as “cross-checking information and 
conclusions through the use of multiple procedures or sources” (Johnson & 
Christensen, 2012, p. 266). When using multiple methods of data collection and 
analysis, triangulation helps to understand the phenomenon, thus, the validity of 
research is enforced.  
One potential threat to validity that should be carefully considered is 
researcher bias, that is, the researcher’s initial prejudices or suspicions with the 
collected data. In other words, the researcher “finds” what they want to find, and then 
writes up the result (Cohen, et al., 2011; Johnson & Christensen, 2012). As indicated 
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in chapter one, the potential for this type of bias lay in my history as a Vietnamese 
teacher of English who had actively experimented with LLA in the classroom prior 
to undertaking this study. The key strategy to addressing such a threat to validity is to 
understand researcher bias and the importance of reflexivity. It means that the 
researcher actively engages in critical self-reflection to become more self-aware 
about his bias, so as to monitor and control the biases. 
In this study, a number of strategies have been considered by me, the 
researcher, to enhance research validity. First, the research employed accepted 
concepts and constructions of the term LA. The term LA was defined in accordance 
with previous studies from academics and researchers of the field to provide a 
reliable foundation of the theory. Second, the research used multiple methods to 
collect data specifically interview, observation and project work to confirm the 
understanding of the participants towards the addressed issue. Additionally, the 
academic context of the study was clarified faithfully so that readers would be able to 
determine how closely their situations match the research situation. More 
importantly, as the data of this study was produced in Vietnamese and translated by 
me, a number of translation techniques were applied to avoid researcher bias. These 
were back translation and consultation with other people such as Vietnamese English 
teachers and native English-speaking supervisors. For direct quotations, I cited both 
the Vietnamese and English versions.  Finally, the researcher’s local and professional 
knowledge of Vietnamese higher education was applied to analyse the data in terms 
of the learners and the teachers themselves. In addition, both my supervisors – as-
critical-friends, and me, the researcher provided further validity checks. I perceive 
this kind of process confirmed the quality of the case study data.  
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Ethical Considerations  
There were a number of ethical requirements for conducting the study, 
including how to gain informed consent, and how to secure confidentiality (Cohen, et 
al., 2011). Ethics means establishing throughout the research process a relationship 
with participants that respects human dignity and integrity. Here, it is necessary to 
treat participants fairly and discuss with them to find a solution if difficult issues 
arise (Creswell, 2008).  
Queensland University of Technology (QUT) ethical requirements were 
addressed before data collection. Then in order to carry out the data collection 
process, first, I attained approval from the Vietnamese university to carry out the 
research. I ensured that I obtained the consent of the interviewees and observed 
participants, to proceed with the interview and observation, as well as to clarify 
issues of anonymity and confidentiality while in the field. In other words, it is 
important to shape the request through previous talk and experience with people 
already on the site (Stake, 1995).   
Chapter Summary 
Chapter four has provided information about why case study was chosen as the 
appropriate approach for the study. A detailed description about the participants, the 
research methods, and the procedures for the study was also presented. The study 
employed interviews as the main method and observation as the secondary method of 
data collection to obtain information about the teachers’ and students’ initial 
perspectives of LLA. The project work was developed and implemented and further 
observations were undertaken. A second round of interviews was then conducted to 
collect data on the participants’ interpretation of LLA after engaging in the project 
work. The approach to data generation and analysis included consideration of 
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transcription and translation. Finally, issues of validity and trustworthiness of the 
data were addressed. Considerations of ethics were also described. 
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Chapter 5:  Case Study of the First Year EFL Class 
This chapter presents the case study of Anh Nguyen’s first year English as a 
Foreign Language (EFL) class. The boundary of the case is Anh’s pedagogic practice 
during her attempt to foster language learner autonomy (LLA) with her class. This is 
a case which shows how the students and the teachers negotiated to set their learning 
goals, to plan, to implement, and to evaluate their learning as identified in the 
theoretical framework for this study. The case study was developed from data 
collected from class observations and interviews with selected student volunteers and 
Anh Nguyen herself.  
Prior to the introduction of the project work, which was collaboratively 
designed to enhance LLA, classroom teaching and learning was observed. The aim 
was to explore how the teaching and learning was usually conducted, highlighting 
features of relevance to LLA. Anh was interviewed about her understanding of LLA 
and whether she attempted to enhance student autonomy understood so in her 
pedagogic practice, and if so, how. Anh’s students were also interviewed about how 
they conducted their learning, their views of the teacher’s role in teaching and 
learning, and their views of the ideal learning environment. Following and during the 
introduction of the project work, observations of teaching and learning practices in 
Anh’s classroom were carried out. These observation sessions served the purpose of 
examining the extent to which the project enabled LLA. The students and the teacher 
were then interviewed about their perceptions of LA in language learning. The 
interview sought to identify any changes to their understanding about student 
responsibility in learning and their decision-making ability. Students and teacher 
were also asked about their views of the practical use of the recommended project 
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work. This design was used not only with the case study presented in this chapter but 
also with those cases presented in chapters six and seven.  
This chapter is divided into two main sections. First, a description and 
analysis of the teacher’s responses is presented. Then, in the second part, there is a 
description and analysis of responses of the first year students. Data are drawn from 
interviews and snapshots of classroom observations selected to illustrate 
opportunities for autonomous language learner behaviour. Profiles of these two 
groups of participants were presented in chapter four. 
Anh Nguyen’s Responses  
In this section, Anh Nguyen’s current English pedagogy and her understanding 
of learner autonomy are outlined first. Anh’s pedagogic practice and her 
understanding of learner autonomy following the project work are then presented. 
Anh Nguyen’s English Pedagogic Practice prior to the Project work 
This teacher seemed to regard the students’ learning ability and their 
language proficiency as overlapping. Anh stated that she did not use a range of 
different teaching techniques with her class. She explained this approach in terms of 
the students’ low level of English proficiency. According to her, the students’ 
proficiency level meant that many activities which might be conducted with the 
existing class materials did not work. Accordingly, her dominant strategy was to tell 
students to:  
repeat one sentence over again until fluent and memorisable; at 
home do the same – the requirement is to say the sentence five times 
without looking at the book until you’re fluent.  
This strategy was observed in Anh’s classroom. For example, after correcting the 
students’ responses to a question “When is your birthday?”, Anh directed the 
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students to: “Repeat that sentence five times to yourself”. Anh also said that in 
another class, which she assessed as being at a higher level of English proficiency, 
she could apply a range of different teaching techniques. Speaking of a recent lesson, 
she stated:  
I didn’t need to use the Student’s book [the textbook for in-class 
learning]. I just used the Grammar bank and the Vocabulary bank 
[additional sections summarising the grammar points and key 
words in each unit of the student’s book]. We worked again and 
again, recycling through those sections; students listened, 
translated, and then spoke out loudly.  
Anh’s responses indicate that for students of a higher level of English, she could 
provide extra learning content (the grammar points or key words of the in-class 
learning units). This involved the students listening to the words or sentences 
covering the grammar structures in either English or Vietnamese, then translating, 
and finally speaking out loudly. Anh perceived that learning in this way could 
enhance the English proficiency of the students. This teaching method focuses on the 
traditional teacher-directed activities of translation and repetition; it does not entail 
the discussion and negotiation between teachers and students, which is highlighted in 
constructivist theory. Anh appeared to choose different learning materials in 
accordance with the students’ level of English proficiency. That is, for students 
whose English was poor, she would strictly follow the textbook. For students who 
were at a higher level of English proficiency, she could draw on extra materials, such 
as using “the Grammar bank and the Vocabulary bank” for extended learning 
activities.   
Anh’s current teaching methods for autonomy varied with the students’ level 
of English proficiency: the higher the proficiency level, the wider the range of her 
teaching practices. Dweck and Leggett (1988) have suggested the importance of 
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challenge to increase students’ social language competence. The socio-cultural 
context of Vietnamese higher education, however, makes it difficult to challenge the 
students from a constructivist perspective because it would pose a threat to the 
students’ self-esteem.  
A snapshot of Anh’s teaching practices is presented below to depict how the 
learning content of Anh’s class followed the textbook strictly. Anh used Vietnamese 
and translation during the in-class learning. In the following, the words in italics are 
quoted originally from the textbook that was used in the classroom. 
 Anh wrote on the board and read aloud at the same time, “In a 
coffee shop”. All students opened their books but only some began to write. 
The first activity was Vocabulary. The teacher read five words, Filter coffee; 
Espresso; Cappuccino; Chocolate chip cookies; Brownies, in turn from the 
textbook.  
As Anh read each word, in Vietnamese she asked the students what 
each word meant and whether the students had tried each of the items. Only 
one or two students could give some information about Filter coffee and 
Cappuccino, most students remained silent. No students were able to give any 
information about the remaining three words. Anh then explained these three 
words in Vietnamese.  
Anh and the students’ interaction according to Lemke (1990) was as follow: 
Teacher question 
[Teacher call for bids (silent)] 
[Student bid to answer (hand)] 
[Student (silent)] 
Teacher answer 
 [Teacher elaboration] 
 
The second activity involved a textbook dialogue about Buying a coffee. 
The activity used an audio recorded dialogue. The transcript of this dialogue 
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was at the back of the student’s book. For this exercise, Anh read aloud the 
instructions Cover the dialogue. Listen and answer the questions. She followed 
this with a translation into Vietnamese.  
Anh played the CD once from the beginning to the end and asked 
questions of students about what they had heard. There were no answers from 
the students. Most of the students looked down at their textbooks. Some 
students went to the back of the book, trying to find the CD transcript. The 
teacher played the CD again, paused sentence by sentence, repeated the script 
and gave explanations in Vietnamese simultaneously. She stopped twice during 
the lesson to tell the students to listen to the CD rather than to read the 
transcript.  
The snapshot showed that Anh did not use English as a means for her EFL 
teaching. First, it can be seen that the frequency of English instruction is low. 
Second, the opportunities for the students to use English are limited. This is 
interesting because use of the target language is a characteristic of autonomous 
language learners. Indeed, as Moeller and Roberts (2012) stated, maximising target 
language use is one way of promoting LLA. 
Anh Nguyen’s Understanding of LLA prior to the Project work 
In this section, Anh’s perceptions of the learners’ ability and their learning 
attitude are presented first. Then Anh’s perceptions of the teacher’s role are analysed. 
Finally, her definition of the term LLA is presented. 
Students’ Ability and Learning Attitude 
 Anh believed that the students in her class were diverse. Some were willing 
to initiate learning activities for their studies in general, and their English in 
particular. But some were almost passive in their learning. For as Anh stated “they 
depended totally on their teacher; they didn’t care about what the teacher taught; at 
home they didn’t care about progressing their learning”. Furthermore, there were 
students who appeared not to learn anything. Anh asserted that these students did not 
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know how to learn; they did not know the purposes of their learning. According to 
Anh, in her class, there were also students who understood their difficulties in 
learning English and were afraid of learning. However, other students who 
understood their difficulties still tried their best. Anh’s responses indicate that in 
terms of learning attitude, there were two groups of students in her class: (1) those 
who showed neither their awareness of responsibility nor WTC, and (2) those who 
showed their awareness of responsibility and aspects of WTC (either security or 
responsibility).  
 From Anh’s point of view, teachers can help students who have limited 
background knowledge, only if they have attitudes to responsibility (tinh thần trách 
nhiệm) and are motivated to learn. Anh also indicated that ten to fifteen percent of 
her class showed some active interest in their learning. In other words, these students 
were aware of the need to be responsible and willing to communicate during the 
learning process. Anh stated: 
 They show their independence; they understand their preparation 
work, although their preparation still doesn’t meet the teacher’s 
requirement. These students are weak at information searching 
skills so their results are not good enough.  
According to Anh, this group of students had a sense of responsibility. That is, they 
were aware of and accepted “preparation work” for class as their responsibility. 
These responses indicate Anh’s perceptions that the attitude is an important 
characteristic of successful language learners. This also relates to the conceptual 
framework of LLA used in this study. In that framework, LLA requires students to 
be aware and accept responsibility for their own learning. From this perspective, 
teachers only need to support students with learning-how-to-learn skills.  
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The Teacher’s Role 
 Anh stated that students could not learn without teacher support. For her in 
particular, there had to be some teacher presence in the learning process if the 
students were to learn. When undertaking a teacher-designed task, the students would 
prepare their lessons actively in anticipation of the teacher’s comments and input. 
The following extract is in Vietnamese with the English translation. 
Interviewer: Chị có nghĩ là sinh viên có thể học được mà không 
cần giáo viên không? 
            Anh:  Không có giáo viên thì sinh viên không học được. 
Nếu có cô thì sẽ tiếp tục học, tích cực chuẩn bị rồi 
trông đợi là cô sẽ bổ sung cho. Đấy là những em có 
ý thức với bản thân mình.  
 
Interviewer:  Do you think the students can learn without 
teachers? 
            Anh:  No, students can’t learn without teachers. With 
teachers, they will continue to learn, prepare 
actively, expecting the teachers’ feedback.  
But Anh did not perceive that all of her students could learn in this way. She 
continued on to say that only some could: “these students are those who are aware of 
their responsibility for their own learning”. 
Anh also emphasised the important role of a teacher in learning beyond the 
classroom. She stated:  
A teacher is the one who not only helps the students to determine 
what it is necessary for them to learn, what should be included in 
class but also teaches the students how to learn in class, how to take 
notes, and how to learn outside class.  
An interpretation of this data is that Anh believes that the teacher has a role in 
enabling student learning not only in the classroom but beyond it. Her reflection 
aligns with her practice; at home she required her students to “repeat until fluent and 
memorisable” (nhắc đi nhắc lại đến khi thuộc) the sentences they learned in class. 
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Anh did not appear to be a constructivist teacher who encourages engagement in 
dialogue amongst students or between students and teachers; limited interaction 
observed in her class.  
In this section, data about Anh’s existing English pedagogic practices have 
been presented. It suggests limited opportunities for LLA. In the next section, Anh’s 
explicit understanding of LLA is addressed. 
Anh Nguyen’s Perceptions of LLA prior to the Project 
In responding to a question about how teachers currently understand the term 
LLA, Anh used descriptors such as “attitude or awareness of responsibility to learn, 
and recognizing the task”. She also classified learning into “inside” and “outside” 
class activity. The interview was conducted in Vietnamese. The following are 
extracts in Vietnamese with their translation.  
   Chị chia tự chủ ra hai loại trong lớp và ngoài lớp 
Ngoài lớp là việc sinh viên có sự chuẩn bị bài và làm BTVN; nếu 
sinh viên có ý thức học, thì đấy là tự chủ của nó, theo chị là như 
thế... Tự chủ là tự giác và tự có ý thức về việc mình làm, nhận thức 
về việc mình làm, nhận thức về nội dung mình làm. Qua quan sat 
con chị chị thấy, Có ý thức với môn mình học và có ý thức với việc 
đi học của mình, đi học đúng giờ, kỷ luật lớp học.  
Vậy muốn chủ động được thì người học cần đợi thời gian; Có điều 
kiện tra cứu, tiến tới nâng cao kiến thức. Sinh viên yếu khả năng tra 
cứu nên kết quả yếu do các em không được dạy khả năng tra cứu từ 
thời phổ thông. 
 
I classify autonomy into two types: inside and outside class. Students 
should prepare before lessons and do the homework; students should 
be aware of their responsibility to learn. I think that is LA. ... 
Autonomy is self-regulatory, awareness of one’s task, recognizing 
the task for one-self. From my observation of my own son, I see that 
autonomous learners should be aware that they need to take 
responsibility in the subjects they are learning in particular, and for 
their own learning in general; they should go to class on time, follow 
class regulations. 
For our current students, it takes time to become autonomous. Their 
skills for researching information are weak. They need to be 
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provided with an environment to develop this skill to improve their 
background knowledge.  
Anh’s responses indicate that she defined autonomy which included two interrelated 
elements. The first element related to an attitude of responsibility (self-regulatory, 
awareness of one’s task, recognizing the task for one-self). The second element 
related to students’ behaviours to meet institutional obligations such as preparing for 
lessons, being on time, following rules, and the like. It is recalled from Anh’s 
previous response concerning some students in her class possessing a sense of 
responsibility that she mentioned the “preparatory work” that these students did and 
also their lack of information literacy skills for completing such tasks effectively. In 
other words, Anh perceived that autonomous learners needed skills to achieve their 
learning tasks. She indicated that the students she taught would require support if 
they were to develop autonomous behaviours, such as those which would enhance 
their information literacy skills and their background knowledge. 
Anh Nguyen’s English Pedagogic Practice during the Project work 
 Concerning the learning content of the project, Anh perceived that the topic 
was irrelevant to the students. It will be recalled that the project work, A famous city, 
was derived from a section of the syllabus, Describing places. The content was 
constructed from the students’ discussion and negotiation with the teacher. Anh 
provided one example that she thought was appropriate for the students. The 
following extract which was translated from English illustrates Anh’s perceptions: 
             Anh:  ... In my class, we concentrated on learning the content. 
For vocabulary, we explore “More words to learn”; 
for grammar we explore “Grammar bank”. [These two 
sections are in the textbook]. My students needed to 
collect all related information of these two sections and 
make oral presentations using them. The ways we did 
this are the same as the project, but we had different 
topics. For example, in the previous lessons, I asked the 
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students to work with V-ed [the past form of the verbs 
and the verbs in past participle]. The product was my 
students presented all eight ways [that the verbs can be 
formed]. 
Interviewer:  You mean this way of working developed student 
autonomy? 
            Anh:  Yes. The students were very autonomous when they 
worked on such projects. 
According to her response, the project work was not relevant because of its topic. 
She continued by saying from her observation of other classes, only some project 
work on various topics was applicable to developing autonomy. She thought most 
were for fun, and that the students could not learn anything from them. She even took 
as an example the topic, “Fascinating festivals”. She commented “students have no 
background or understanding about that ... they can’t produce any ideas to enrich the 
content”. However, Anh’s responses indicate that she also appreciated the ideas and 
content that the students developed for their project work. She used descriptors such 
as “diversified” and “meaningful”. It can be inferred that her students had 
background knowledge or understanding about the topic of this project. In other 
words, the topic Describing places or A famous city did not appear to be 
inappropriate or beyond the students’ interest. To clarify, Anh is reflecting on the 
appropriateness of the existing syllabus topic rather than the project work per se. 
This was a point of contrast with the views of both other teacher participants and all 
the students – her own class included. 
 Anh’s examples as described above indicate her views that learning content 
should be from the textbook and based on the students’ background knowledge. 
Teachers could help to develop LLA by asking students to do such preparation as 
researching and showing their products. This view did not seem to carry the spirit of 
constructivism because according to Brooks and Brooks (1999), the curriculum 
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content may include topics of students’ initial interest, or lack of interest or even 
beyond the teacher’s domain. Constructivist teachers are viewed as mediators who 
help students to interpret content in a different manner by questioning, figuring out a 
way to answer the question, analysing, and finalising the answer.  
 Despite Anh’s claims about the topic of the project work, it was observed that 
her teaching approach during the project aligned with several aspects of the 
theoretical framework for this study. For example, she used pictures and media 
presentations as a model for the students. She also questioned the students to seek 
their understanding and to link their previous experience to “new” experience. The 
students worked in groups and negotiated with the teacher about the project work 
outcomes. They finalised their decisions about their product presentations and tasks 
for each member at the end. The following snapshot illustrates Anh’s teaching 
approach during the project work. 
This snapshot represents how the goal setting and planning stages of 
the project work were conducted. First, Anh showed a sample guidebook of 
several places. She said "For example, this is about Ha Long. This is Hoi An. 
This is Nha Trang. You can talk about traditional music instruments or Ao 
dai". Next, she explained to the students that they were about to conduct a 
similar tour guide project. She then went to the students' seats and delivered 
the sample pictures. Two students waited for the teacher to come close to 
them and then asked questions. The following is the student-teacher 
conversation:  
Manh (V):  Can we talk about a special kind of food? 
Anh   (E):  Yes, of course 
Nga   (V):  Can we talk about a special festival? 
Anh   (E):  Yes, you can. 
After that, the teacher went to the front of the classroom and asked 
the students to work in their own groups and to tell her what they were going 
to do. The students formed four big groups and then talked about the project. 
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An example of one group of students’ conversation, which was translated from 
Vietnamese, is now presented: 
                Lan:   I think we should talk about food, one speciality. 
              Hung:   No, don’t. Let’s talk about Ninh binh ... there are 
many places in Ninh binh such as ... 
   Hoa & Huong:  So difficult. Let’s choose one place only. 
                Lan:  What do you think, Mai? 
                Mai:  Uh ... I’m thinking. 
After about seven minutes, Anh used a media presentation on Hanoi as 
an example. She said in Vietnamese: "After watching, please tell me what you 
think the first thing visitors will search for when they come to Hanoi". All the 
students paid attention to the clip. After that, the teacher gave some general 
explanation to the students about the organization of the clip, the music, and 
the wording. Next, she asked the students to discuss in their groups their 
choice of mode for performing their presentation. Anh stated: 
Now discuss in your group and tell me what your ideas are. What 
are you going to present? Will there be more talk or images in your 
presentation? Will it be a slide show or video clip?   
The extract below depicts discussion of one group of students. It was 
the translated version from Vietnamese into English: 
  Phuong:  OK, everyone... our group will talk about Aodai. 
  Nguyen:  I agree. Let’s discuss what we should do next. 
    Hong:  We have six people here ... so let’s divide the tasks. 
    Dung:  Should we make an appointment to work together? I 
don’t have a computer. 
Anh walked around to monitor the group discussion. She also talked 
briefly about the advantages of slide shows and video clips simultaneously. She 
gave more examples to help students finalise their options. She also used 
Vietnamese to repeat her requirement: "After the discussion today I would like 
to know your way of presentation, what the main content is. For example, 
when talking about Vietnam, people will choose the images symbolizing 
Vietnam". Going to another group, Anh added:  
Now this group, you want to talk about Hanoi? You cannot include 
everything about Hanoi; it will be too much. You should choose 
Giong temple, Giong festival or story of Giong.  
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The students discussed in their groups and negotiated with the teacher 
to decide the place they would work on, set-up their groups, and designated 
tasks to each group member. Both the teacher and the students agreed that 
they would present the project work outcomes after two more lessons.  
It can be seen that most of Anh’s instructions were in Vietnamese. While the 
students discussed in groups, they also used Vietnamese. Interestingly, the students 
even presented their final outcomes in Vietnamese. This way of instruction is not 
fully in the spirit of developing LLA. Because the focus of EFL learning is on the 
development of English competency, it is necessary to encourage students to use 
English as a means to conduct, organise, reflect, and communicate all the learning 
episodes. I will return to the rationale that Anh and her students gave for using 
Vietnamese rather than English in presenting their outcomes in the following section. 
Anh Nguyen’s Understanding of LLA following the Project work  
 This section is organised by presenting in turn: (1) Anh’s perceptions of the 
learners’ ability and their learning attitude; (2) the teacher’s role; and (3) Anh’s 
perceptions of LLA. The data are drawn from the second round of interviews with 
Anh and snapshots of classroom observations during the project work. 
Students’ Ability and Learning Attitude 
 Concerning the students’ ability, Anh said that her students could identify 
their strengths and weaknesses in their English learning. Evidence for this was the 
language that students chose for their final product. Anh said that she gave her 
students an opportunity to decide the language of the final performance, and they 
chose Vietnamese instead of English. The reason for this, according to Anh, was that 
her students were at a low level of English proficiency, and so they might have felt 
more confident in using their mother tongue. In answering a question as to whether 
English should be mandated for presenting the outcomes, Anh said that while the 
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English medium would promote students’ oral language, it would require extensive 
teacher support. Anh thought her students’ choice of Vietnamese reflected their 
weaknesses – limited English ability. Anh thought that when using Vietnamese 
students would be more confident. In other words, Anh considered that using English 
as a means to present the students’ outcomes might challenge the students, causing 
them to give up on their tasks.  
The literature on autonomy shows that goal setting involves students 
identifying their needs (Fried-Booth, 2002). By recognising their weaknesses, these 
students show that they understand what they need to learn. Further evidence of the 
students’ ability to identify their strengths and weaknesses is shown by the ways they 
divided tasks amongst group members. They understood each other’s capacities and 
discussed who would take responsibility for which tasks such as choosing the 
images, the music, writing the expressions to illustrate, and presenting the outcomes. 
This action may imply that the students possess characteristics of being able to work 
autonomously. Although Anh said that she let the students choose the type of 
language for their presentation, she did not seem to encourage the use of English, 
which is considered an important element of autonomous language learning.    
Anh said that competitiveness is one of the abilities of autonomous learners. 
She believed that the students from her son’s talented class were autonomous as they 
had good background knowledge and ability to compete with each other. She 
considered her current students possessed a poor level of English proficiency and 
poor background knowledge. However, she agreed that they showed ability to 
compete in learning. The following extract, which was translated from Vietnamese, 
depicts Anh’s inconsistent view:  
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Interviewer:  Returning to your current students, you said their 
background knowledge is so low. Do you see they 
competed with each other in the project? 
            Anh:  Yes, there was competitiveness but they avoided 
issues that were beyond their ability. 
Interviewer:  Can you say in more detail?  
            Anh:  It showed through in the ways they gave comments 
on the work of other groups after the lesson; they 
had the ability to recognize what are the better 
points in their project compared to those of others 
and persuaded the teacher on those points.  
Interviewer:  Do you mean when they competed with each other 
and they worked autonomously to some extent? 
             Anh:  Yes, that’s right. They have the ability to assess and 
persuade the teacher that their group’s work was 
better than others because of certain points. 
In the above responses, Anh used descriptors about “competitiveness” such as giving 
comments on others’ work after presentation, comparing their work with others, and 
persuading that their work was better than others. These descriptors align with 
aspects of the evaluation stage of a project according to the theoretical framework of 
this study. That is, after the students make a public presentation to defend their 
completed task, and then students and teachers both engage in reflection, thinking 
again about their existing learning and making plans for their ongoing learning.  
Anh asserted that her students’ learning attitude changed following the 
project work. She identified that the project work motivated her students in learning 
English. The students engaged more in doing their tasks and wanted to do similar 
projects in the future. Anh said “Many other students must feel regretful about not 
taking an opportunity to present [their products]”. This revealed that Anh did not 
provide such opportunity for all the students and did not encourage them to engage in 
presentation.    
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The Teacher’s Role  
Anh said that the teacher accounted for 50% of the success of the project 
work, and the students accounted for 50%. The percentage of teacher responsibility 
may be more as the teachers were the ones who raised and evaluated the project 
work. Furthermore, Anh stressed that it was important for a teacher to motivate 
students’ participation. In Anh’s words, “It is really important to win support from 
learners to go with teachers on the same route”. Another piece of evidence for this 
interpretation about the role of the teacher is “Teachers are very important. Whether 
students can be autonomous or not depends on the teacher’s guiding direction”. 
However, she added that “If learners are there for certificates only, then teachers 
cannot do anything”. These responses confirm Anh’s view from the first round of 
interview: teachers could support students who were aware of their responsibility for 
their own learning. Anh went on to say that it was not the learning attitude but the 
learners’ background knowledge that determines how much they need from teachers. 
For learners who are already autonomous, there was no need for teachers to win 
support from them or to motivate them. Indeed, autonomous learners are motivated 
to learn. As noted by McCormick and Donato (2000), the role of constructivist 
teachers is to help the students maintain their motivation and progress to the goals of 
the learning task. Anh viewed motivation as partly her responsibility, but attributed 
significant responsibility to learners. 
 In terms of the responsibility for deciding the learning goals and content 
including materials (textbooks) of the English program, Anh believes that it belongs 
with the institution and the faculty. She reported “The teacher is the one to choose 
the activities that are appropriate to the students’ level to achieve the aims”. 
Furthermore, Anh perceived that the teacher was responsible for specifying 
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requirements regarding the outcomes and evaluating the students’ completed work. 
She stated:  
Teachers take 100% of responsibility to decide the projects that are 
appropriate with their students. Particularly, teachers need to 
understand the syllabus, think out ways to conduct the projects 
appropriately with their students, and be aware of how to control the 
projects to reach the expected objectives.  
 Anh’s responses could be interpreted as saying that the teacher’s responsibility was 
to implement the teaching and evaluate the learning in order to meet the aims that 
were set by the faculty or the institution. This procedure of syllabus design in the 
Vietnamese higher education context may make it difficult for the teachers to 
identify their responsibility in goal setting and planning the learning content.  
When asked to rate her students' level of autonomy, Anh replied that 
generally by the end of this term, the students had the ability to be aware of what to 
do to reach the aims. Although she agreed that the students' learning attitude was 
better or improved, she did not think the project work helped much in developing 
student autonomy. This may be because of her perceptions of the topics of the project 
work for autonomous learning, which for her were based on the content from the 
textbook. Anh’s perceptions reveal that it may be hard for her to accept learning 
content involving a connection between curriculum and the everyday lives of 
students. As suggested by Moeller and Roberts (2013), it is by using such content 
that teachers can promote student discussion, and hence maximise the use of target 
language. In other words, real life connections enhance the students’ LLA. 
Anh Nguyen’s Perceptions of LLA following the Project work 
  Anh emphasised the relationship between students’ background knowledge 
and their level of autonomy. She provided several examples about the teaching and 
learning in her son’s class to illustrate her understanding of LLA: 
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For the students who have good background knowledge, the study is 
easier. They can work autonomously. For the students who have 
lower background knowledge [than the class average], they are 
autonomous in their own way. That is, they understand how low their 
ability is and the reasons for this.  
She clarified the ways that those whom she assessed as having lower background 
knowledge [in comparison with the average of the talented class] worked in being 
enthusiastic to ask their friends, and borrow their friends’ materials. She concluded 
that “They are aware of their weaknesses and decide for themselves how to deal with 
them”.  Anh stressed that most of the students in her son’s class were aware of their 
responsibility for their own learning. A piece of evidence for this interpretation is 
Anh’s report that: 
 They [the talented students] realize that they have to increase the 
amount of their self – directed study by searching for exercises on 
the websites, doing these exercises themselves, then sending them to 
their teacher. 
These responses show that Anh considered those students who had sound 
background knowledge as being able to work autonomously. They were able to apply 
their own learning strategies to complete their tasks. It should be clarified here that 
these tasks were chosen by the students from a list of exercises that their teacher or 
the school introduced to them. It can be inferred that the more exercises the students 
could complete, the better they were considered to be. The teacher was the one to 
mark the students’ work after their submission. It seems that the results only 
indicated which of the students’ answers were right or wrong; the process then 
continued until the students found all the correct answers. Anh concluded that 
“student autonomy leads to good study results”. This teaching and learning process 
for autonomy as Anh perceived it did not align with constructivist theory because it 
involved students using their own learning strategies and self-directing their learning 
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to complete tasks introduced by the teacher. It can be interpreted that according to 
Anh’s view student responsibility focused on implementation only. Student learning 
goals focused on the number of correct exercises they could complete. The teacher 
acted as a material provider and an answer key for this process. Interestingly, there 
are considerable differences between Anh’s views and the students’ which I now 
move to describe and analyse.   
The First Year Students’ Responses 
 The section analyses responses from the first year students in terms of: (1) 
their current experience of English learning in and outside of class; (2) their current 
understanding of LLA; (3) their English learning experience during the project; and 
(4) their understanding of LLA following the project. Data were collected from 
classroom observations and interviews with the students. 
The First Year Students’ Experience of English Learning prior to the Project work 
The students reflected that during class they perceived little discussion 
between teacher and students, or among their peers. Linh reported “usually, the 
teacher asks questions to the whole class, some will answer, most won’t.” In 
addition, the students said that most of the learning content was derived from the 
textbook. For example, Hoa said “Our learning in class depends heavily on the 
textbook. There are words or situations we want to discuss with each other but the 
teacher doesn’t allow this.”  
With respect to language use, according to Linh, the students had an 
opportunity to use English when the teacher gave them pronunciation practice by 
repeating. This reflection is similar to Anh’s and what was observed in their class. 
That is, Anh directed the students to repeat five times their response to the question 
about their date of birth.  
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The students also claimed that they did not know what and how to learn. For 
example, one student reflected on her lack of skills in dealing with listening lessons. 
She said that while listening she encountered a lot of new words. In that case, she 
usually opened her book to the dialogue transcript to help her identify the words and 
then looked up the meaning of the words at the back of the textbook. This reflection 
is similar to what was observed during the lesson. For a listening section about the 
dialogue “In a café”, Anh only asked the students to listen and complete the missing 
information in the dialogue. She did not teach them listening skills such as listening 
for the gist, or predicting the information before listening for specific details. These 
skills are considered important learning strategies which the students can apply in 
other listening situations. Further evidence for this can be seen through the students’ 
claim that after class, in particular, they felt that everything was vague. They did not 
know which words to review, or how to use the words grammatically because the 
teacher did not provide opportunities to note down key points. The students’ concern 
about this may reflect the influence of their previous learning experiences where 
teachers usually wrote a summary of each lesson on the board, which the students 
copied into their notebooks for later consolidation. The students’ views of learning 
appear to parallel Anh’s teaching methods which emphasise the role of teacher as 
being a knowledge transmitter and supporter of rote memorisation. In other words, 
this traditional way of teaching limited the opportunities for students to engage in 
discussion and negotiation so as to develop LLA according to constructivist theory. 
Outside class, the students learned English in different ways. Two extracts 
from Hoa illustrate that she often learned English alone at home. She said she did not 
have any plan and her learning was mostly vocabulary and grammar. 
Extract 1: 
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Interviewer:  How do you learn English outside class? 
            Hoa:  At home I learn English whenever I like. I write 
words on a board ... I spend two hours on learning 
English every day. I write new words. I usually write 
a lot of words. 
Interviewer:  What else?  
            Hoa:  I have some foreign friends. We chat in English on 
Face-book. I think my grammar may not be right, 
but they understand because of the words I use. I 
also have some opportunities to travel with 
foreigners, but I can’t speak English to them. I don’t 
know what to say to them.  
Extract 2: 
  Interviewer:  Do you practise listening at home? 
              Hoa:  I just listen to English songs. I don’t do listening 
exercises like in-class learning. When the teacher 
gives us listening tasks in class, sometimes I can do, 
sometimes I can’t. 
Similar to Hoa, Huong also spent two hours every day learning grammar and 
vocabulary at home. She also used Google to search for paragraph-writing exercises. 
Another strategy that students used was to work with others more proficient in 
English.  For example, Huong said “I practise English with an English major student. 
She is my neighbour”.  Linh stated “My brother, who is an English teacher, usually 
helps me in my study. I usually ask him and practise English with him”. Huong and 
Linh’s responses indicate that these students found their learning effective when 
“communicating with others of higher proficiency level”. From a constructivist view, 
such communication fulfils the demand for social interactions to improve learning, 
and hence improve LLA. It also exemplifies zone of proximal development (ZPD), 
that is, the students are interacting with a more experienced other.   
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The First Year Students’ Understanding of LLA prior to the Project work 
This section presents analysis of data from the students’ interviews. This 
relates to: (1) ability and learning attitude; (2) the teacher’s role; and (3) students’ 
perceptions of LLA prior to the project.  
Students’ Ability and Learning Attitude   
Responses from the students to the question about their English learning 
showed that they could identify their learning weaknesses. That is, they were able to 
recognise their learning needs, which is considered a foundational capacity for LLA. 
Two of the four respondents nominated speaking and listening skills as difficulties, 
while the other two identified vocabulary and grammar structures. For example, Hoa 
said that she found her pronunciation was “bad”. She came to this conclusion from 
listening to the CDs and assessing how Anh’s English pronunciation of words 
differed from her own.  
I feel learning English at tertiary level is so hard; the pronunciation 
is quite different to what we learnt before [in high school]. It is 
really difficult for us to change. We can identify how to pronounce 
words correctly only in class, but at home we completely forget and 
return to our previous way of pronunciation (Hoa). 
 There’s a lot of the teacher’s pronunciation that I’ve never heard 
before (Hung).  
The pronunciation that these students had learned previously is probably that which 
they had learnt in high school. At that level, English learning seems to focus on 
grammar; students are not provided with opportunities for pronunciation practice. 
High school teachers seem to pay inadequate attention to practising pronunciation 
themselves. The way they pronounce the words may differ from that of university 
teachers who base their pronunciation on international transcriptions in dictionaries.  
In contrast to this emphasis on pronunciation, the other two students 
nominated English grammar structures and vocabulary as difficulties, specifically, 
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those aspects of English that are hard to understand or memorise. “The most difficult 
part for me is grammar. It’s really hard to memorise. Because I easily forget the 
structures I feel it is more and more difficult to learn English”, one student said. The 
other stated “for me it is so hard to memorise English words, their meanings and 
usages”. Responses of these two students are similar to Anh’s views and her 
pedagogic practices which focus on rote memorisation. Accordingly, this teacher-
directed approach to teaching and learning may constrain the development of LLA 
which focuses on teacher-student negotiation and discussion.   
Two students expressed their opinions about their ability to evaluate their 
learning achievement and progress.  One said she had never checked whether she 
could remember the word or not. The other said she had not checked her work 
because she preferred peer checking by students who had the same English level as 
her, rather than those who were at a higher level. Her reason for this was that because 
they were at the same English level, they would share the same point of view in 
giving comments. These students do not seem to pay much attention to evaluation, an 
important element of LLA. This is because from a constructivist view, after students 
present their work, reflections can stimulate discussion of teachers and students 
about their existing learning and plan for their next learning.     
When asked questions concerning goals or objective setting, all students 
provided the same answer, specifically, that they had never set any particular goals 
for their own study. The following exchange is indicative: 
Interviewer:  Can you tell me the purposes of your English study? 
In this semester, for instance? 
          Hung:  I’ve never had any goals and any plans for my 
studying.  
        Huong:  I don’t set any goals. I just try and try according to 
my ability to learn. 
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            Hoa:  I’ve never set any goals and plans for my study.  
            Linh:  I’ve never set any specific goals for each term. I am 
not good at English. I just wish to pass the exam. 
Goal setting is another core element of LLA. It can be inferred that in order to 
promote LLA, the students need support to develop the ability to set learning goals.  
In terms of learning attitude, all interviewed students said that they liked 
learning English, English was very important for them and they wanted to learn 
English in a different way from other subjects. For example, Hoa reported “I like 
English ... I want to learn English with teachers who are young, humorous, ...”. 
According to Huong “learning English depends on community spirit. If the whole 
class are interested, it will be easy to absorb the lessons”. The students’ responses 
indicate that they possessed excitement, one key condition of WTC. From their 
responses it seems that they may be willing to engage in the learning process if 
supported with necessary skills. In other words, the first year students indicated their 
acceptance of responsibility for their learning, which is a characteristic of 
autonomous learners. 
The Teacher’s Role 
With respect to questions about the roles of teachers and learners inside class, 
the interviewees gave a variety of answers which generally emphasised the 
importance of the teacher. Huong said “I see my teacher as a transmitter of the initial 
and basic knowledge; to grasp and memorize the knowledge is the learner’s job”. In 
contrast, Hoa described the teachers’ and learners’ roles in more interactive terms: “I 
think the teacher needs to motivate the students to learn, and vice versa, the students 
need to motivate the teacher to teach”.  There was agreement that the teacher should 
draw students’ attention to useful learning materials. As expressed by one student: 
“If the teacher introduced materials to learn, I would buy them.” Such responses 
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show that the students perceived teachers to play a crucial role in almost all aspects 
of their learning such as transmitting knowledge, motivating them to learn, or 
introducing the learning materials. It can be inferred that the students regarded their 
role in learning as passive or dependent on the teacher rather than as autonomous. 
The First Year Students’ Perceptions of LLA prior to the Project 
A direct question about the perceptions of LLA was not asked in the first round 
of interviews with the students. However, the students’ responses about their ideal 
learning environment indicated their desire about how to improve the effectiveness 
of their English learning. The present study conceptualises that there is a close 
relationship between LA and language achievement. Data from the students about 
the way of learning they would like to experience can be interpreted through the 
constructivist lens as the approach to foster LLA. 
In responding to a question about how they want their learning to be organised, 
the students indicated that group work was their first preference. Most students said 
that group work encouraged them to be involved in lessons.  
Let us work in groups; one group may answer this question; the 
other may answer other questions. In small groups, it will be easier 
to learn from each other so as the learning will be more effective 
(Linh). 
In addition, students gave a variety of answers to a question about the activities they 
would like to have both inside and outside class.  
Hoa:  I want learning that does not focus too much on marking. 
There will be a lot of images, students are free to discuss 
within the limits of a topic. Besides the core textbook in 
class, I would like to learn from picture materials. 
Hung:  I like the lesson with lots of activities. All students like 
activities. For example, we like word games. 
 156 Case Study of the First Year EFL Class 
These responses indicated that the students wanted their learning to involve 
interacting in groups with authentic materials and communicative activities. In other 
words, these students’ desires for learning are consistent with aspects of the 
constructivist approach to teaching and provide the opportunities for promoting LLA. 
Third, the students mentioned their preferences for ways their teachers could 
help them to learn English better. Huong suggested that teachers should ask a lot of 
questions, and then assign different students to answer. Teachers should give 
students exercises in class and ask them to go to the board to write their answers. Out 
of class, teachers should give students more exercises and introduce them to 
materials. Two students wanted more listening tasks in class because according to 
them few students could listen and comprehend the present tasks. They suggested 
that the teachers should give listening exercises to do at home, and then check them 
in class. These ways of learning appeared to be similar to Anh’s views which 
regarded the students’ responsibility as implementing tasks or exercises that were 
introduced by the teacher. 
Two students expressed that they wanted their teachers to explain each lesson 
more comprehensively, and provide feedback until they all understood. Students 
indicated that these strategies would help them to learn the lessons. In other words, it 
seems that these students preferred to be checked on their understanding of the 
lessons and receive feedback right away so that they could learn from the errors that 
they made. According to constructivism, such teacher-led reflection would help both 
the teachers and the students to review the learning episodes, which is considered a 
useful way to promote LLA.  
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The First Year Students’ Learning Reflections during the Project work 
The project work was adapted from Fried-Booth’s (2002), “A famous city”. 
The project work was conducted within the existing curriculum because of its 
similarity to one of the learning topics, namely describing places. There were three 
stages. The first was the pre-project work stage which involved instructions and 
negotiation between teachers and students about the topic and the final learning 
outcomes. The second stage occurred during the project work and involved 
implementation. The post project work stage incorporated presentation and 
reflection. 
Before talking about the learning activities in the project work that the 
students thought promoted LLA, they reflected on their difficulty with the work. The 
major difficulty that emerged for them was related to equipment and computer 
literacy:  
Most of us don’t have computers. We usually worked at an internet 
cafe. Our computer skills are not good, either. We have to help each 
other to show how to copy, and how to paste pictures (Hoa).  
We don’t have personal computers. We have to work at Internet 
Cafe. Our computer skills are low. We have to help each other a lot 
for example how to copy, paste pictures, how to search on the 
internet. It took us a lot of time (Linh). 
These reflections confirmed that the lack of resources may cause difficulties for the 
development of LLA. Another difficulty the students mentioned was a lack of skills 
for organising the learning content. Huong reported “We find it hard to organise the 
structure for the product. It seems a messy ... so hard to decide what should come 
first, what should be the next”. This suggests that in order to work autonomously 
students require support in learning skills such as structuring their learning content. 
Perhaps they also need to understand that “mess” is normal while a project is being 
developed. 
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In response to the question about the activities that the students thought 
would help them to develop LLA, it can be seen that their attention was mostly on 
activities in stages one and two of the project work. For example: 
Linh:  When we searched for information to prepare for the 
presentation, when we worked in groups, we were more 
active than when we worked alone. 
Hung:  When we searched for information relating to the topic, 
we felt we were free to decide materials, to choose and 
order what our expressions should be, we were free to 
decide our product. 
The students indicated that when they engaged in choosing their products and doing 
preparation work such as searching for information, discussing in groups, or deciding 
how to express their ideas for their products, they felt “active”. Several aspects of 
these reflections were observed in their classroom. For example, one group of 
students discussed and negotiated with each other about talking about a kind of food 
or a place in Ninh binh [a province of Vietnam].  Another group, after deciding to 
talk about Ao dai [one of the traditional Vietnamese costumes], started allocating 
tasks to each group member. It can be inferred that the students may interpret 
autonomous learning activities as those that involve goal setting, planning, and 
implementing to reach the goals. 
The First Year Students’ Understanding of LLA following the Project work 
This section aims to present analysis of data from students’ responses about: 
(1) ability and learning attitude; (2) the teacher’s role; and (3) teachers’ perceptions 
of LLA. However, the data produce more which relate to the students’ learning 
preferences. 
Students’ Ability and Learning Attitude  
 Concerning the content of the project work, all students agreed that they were 
capable of choosing their own materials. For example, Huong stated “Teachers can 
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give us suggestions for materials, but we prefer to search and choose the materials 
ourselves”. Linh added “We like to choose and decide our own materials, our own 
performing ways”. In addition, during the project, all students said that when they 
worked in their groups, it was easier for them to distribute jobs appropriately because 
they understood each other’s strengths and weaknesses. Working in this way met 
their interests: “we like to decide ourselves who is to conduct which task”. To 
express their learning strategies in groups, the students often used descriptors such as 
“divide, discuss, get agreement”, and “decide finally”. Hoa said that the whole group 
worked together to discuss who was to conduct which jobs, for example, collecting 
information, images, writing ideas, and oral presentation. Responses from the 
students indicated that they had ability to implement their tasks when they had an 
opportunity to work in groups. According to the theoretical framework of this study, 
ability in carrying out tasks to achieve objectives is a characteristic of autonomous 
learners (Fried-Booth, 2002; Stoller, 2002). 
When asked questions concerning goals and objective setting, most students 
agreed that they had set goals for their groups to achieve to conduct the project. One 
student said that the project helped him to know how to define objectives. In future, 
he would think twice about his learning process, and identify the goals and how to 
achieve the goals. “The project work has helped me to set my own goals for my 
English learning that suits my ability. I understand what I should do for goal 
achievement”, said another student. However, there was one student who replied that 
during the project work she never thought about objectives at all. She went on to say 
that her group did not look ahead to the outcomes of the project work; they just 
thought about what images to find, and how to link them together logically; they did 
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not think much about their effectiveness. Such responses seem to contradict the goal 
of project work to help learners develop their ability to set objectives. 
In response to the question about task completion and the percentage for 
which they were responsible, most students answered around 60 – 70%. “I think I 
just completed 60 or 70% of the total task because there are several materials which I 
couldn’t find”, said Linh. She also added that it was necessary to have a clear plan of 
what to do. Another student said that each member of his group had their own jobs 
relating to the topic. In his assessment, most completed their jobs. Further, the 
students also reflected in detail about their evaluation of their work in comparison 
with the teacher’s, which was considered as “key” for almost all students: “We 
totally agreed with our teacher’s comments that the images were OK; the music was 
OK, but the final oral was not fluent enough. Most of our members were responsible 
for their job completion”, one student said. Such data indicate that these students 
have the ability to evaluate their learning achievement and progress. They expressed 
such ability when they were given the opportunity. In other words, the students’ 
responses coincide with the goal of the project work to help learners develop the 
ability to evaluate their learning.  
All the students said that they liked the project and wanted the opportunity to 
conduct another similar one. For example, Huong stated: 
I would like to do similar projects. I think the project work suits our 
ability. It not only develops our activeness in searching for 
information, but also strengthens our group work spirit. Learning in 
this way is effective. 
The students also expressed that in their existing curriculum, they wanted to 
complete several projects like this, but not always. 
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I think after two or three lessons, there should be one project work 
like this. I think it will be a good idea to see the project work as an 
end product that helps us summarise all we have learnt previously 
(Hoa).  
I think we still follow the main textbook, but we reduce its content 
and complete project work about the topics in the main textbook 
instead ( Linh).  
The students’ responses indicate that project work serves their English learning 
preferences and needs. As stated in Chapter three, project work is an end-product 
which aims to enhance LLA. The students supporting the use of project work 
indicates the potential to employ it in the future for the purpose of developing LLA. 
The Teacher’s Role 
During the initial interviews prior to the project work, participants generally 
emphasised the main role of teachers in controlling their lessons. However, in the 
second round of interviews in response to questions about the teacher’s role in the 
project work, interviewees used descriptors that constructed teachers as “guides” or 
“advisors”. Most students indicated that the teachers’ main job was to initiate topics 
and provide general suggestions in terms of the completion of the task. Hoa said that 
during the project work, her teacher was an advisor. The teacher was not involved in 
task allocation for her group. The reason the students undertook this themselves was 
that, in their group, the students understood each other’s strengths and weaknesses. 
They knew themselves how to capitalise on their strong points. Yet, Hoa insisted on 
the important role of teachers. The following, which was translated from 
Vietnamese, is an example: 
Interviewer:  In that project work do you think students can learn 
without teacher? 
           Hoa:  No, absolutely not. We can’t conduct our learning 
without teachers. As what we did in our project work, 
we need uh ... an outline, am uh ... a foundation; that 
means ... we can only do it when there are teachers to 
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guide us ... Teachers play a very important role. 
Everything would be in a mess without teachers. 
Interviewer:  Do you need your teacher to support you in other 
ways to work better in the project work? 
            Hoa:  We need her ... to encourage us in spirit, ah..., also ...  
in language expression. 
Accordingly, an advisor was interpreted by Hoa as the one who supported them with 
the outline, the language of expression and motivated them to carry out their work. 
The students’ interpretation of the role of the teacher appeared to align with 
constructivism which views teachers as the ones to facilitate learning through 
scaffolding or motivating students’ engagement. 
The Students’ Perceptions of LLA following the Project  
 As described earlier in the Vietnamese language, the terms “learner 
autonomy”, “learner positiveness”, “activeness’, and “creativity” are popular and can 
be used interchangeably to denote one of the key strategies of Vietnamese higher 
education in reforming the local current teaching methods. In response to the 
question about whether the interviewees had heard such terms, they responded 
positively. They generally used descriptors such as “active, creative”, and 
“responsible” to denote the characteristics of autonomous learners. They used such 
terms as “to self-study”, “to decide their own learning content”, “to set learning 
goals” to describe the ability learners should possess to work autonomously. They all 
agreed that LA is very important because it helps students to learn English 
effectively. The following is representative of their responses: 
Hoa :  Autonomy, I think ... firstly is to set our learning goals. 
That is, learners need to conduct their preparation for 
their lessons, read and find anything new that may appear 
in the lessons before class time. .... Learners also need to 
be responsible to complete their goals. Autonomy is very 
important. 
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Linh:  Autonomous learners have full awareness and 
responsibility to complete their tasks. They not only find 
information for themselves but also are creative to make 
their work better. 
Only Hung said that he had never thought about the meaning of LLA in more detail 
although the term was not new for him. Hung firstly said that autonomy for him was 
simply to create a study plan for oneself. Then he paused for a lengthy period and 
admitted that it was difficult to define LLA. I developed the conversation by asking 
him about his experience with the project work with questions such as:  
- Do you think you can conduct the project work without the 
teacher? 
- In our previous interview, you said that you had never set any 
goals for yourself before each term, at home you didn't spend much 
time on learning English. If there is a project like the one you have 
done, what do you think you can do to complete the task? 
After Hung responded, I returned to the main question "How do you understand LA 
in your English learning?" What follows is his definition, which is given in both 
Vietnamese and English translation: 
Hung:  Sau thời gian nói chuyện em hiểu thêm chút chút tự chủ của 
người học ngoại ngữ ạ. Em thây tự chủ của người học ngoại 
ngữ là tự tạo cho mình động lực; tạo cho mình tác phong 
làm việc. Tác phong là có tinh thần tự giác, có trách nhiệm 
với việc mình làm, với cả đội của mình.  
 Điều đó chắc chắn là rất quan trọng ạ; quá quan trọng ạ 
 Em nghĩ người học tự chủ được thì người ta sẽ học tốt hơn. 
Vì người ta đã xác định công việc mình làm và người ta 
phấn đấu cho công việc đấy.  
 
Hung:  After the project work, I understand some more about LLA. 
I think LLA involves creating motivation to work and a 
working style for ourselves. That is, to possess the spirit of 
self-regulation, and the responsibility to complete our own 
work and our group’s work.  
 LA is extremely important. I think it will lead to better 
learning. Because when we identify the goal of our tasks we 
will try our best to complete the tasks. 
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Hung’s response indicated a change in view of LA after his experience of the project 
work. Before, he had never thought of any goals for his study. He liked English but 
did not think of how and what to learn. In other words, he did not show attitudes to 
the responsibility for his own learning. However, the experience of project work 
helped him to realise the importance of LLA to better learning, that is, to be 
responsible for task completion.  
Learning Preferences 
Most participants would have preferred to have been provided with more 
opportunities to develop their creativity. Specifically, they pointed out that the 
teacher had actually nominated the products they were required to produce during the 
project work. Following is an example extract, which was translated from 
Vietnamese: 
Interviewer:  Which activities in the project work do you find the 
most helpful to develop student autonomy? 
           Hoa:  I think it is when the teacher raised the topic, gave 
us some handouts as examples, I thought of many 
ideas. I thought if we talked about Aodai, we might 
make our own video clips of ladies in Aodai, we 
thought of many, many things or we could make our 
own performance in Aodai. However, as the teacher 
said in detail that we should show our work in 
power point like this ... like this, we lost our first 
motivation? 
Interviewer:  You mean when the teacher put limitations on your 
final product? 
              Hoa:  Yes, when she limited us in that way, we lost 
motivation. 
  Interviewer:  The teacher’s limitations? 
              Hoa:  Yes, we were so interested at first, but then ... just to 
obey, otherwise, we are afraid that we might get bad 
marks. 
Hoa also specified: “We want to search for materials ourselves. We want to have our 
video made rather than use downloaded images from websites”. 
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However, in terms of the type of language expressions, when the students 
were given opportunities to choose English or Vietnamese, they chose Vietnamese 
rather than English. There was agreement that they felt more confident in speaking 
Vietnamese. They would express their ideas better in Vietnamese, despite the fact 
that they liked English, and they thought English would be more appropriate in this 
situation. When asked about whether they could do the presentation in English, they 
said “Yes, probably in very simple English”. They all believed that if there were no 
other options except English, then they would have to try, and they would make 
progress in their English step by step. Such responses are consistent with the 
constructivist perspective that challenging students with problems stimulates their 
learning. Anh’s pedagogy is not fully in the spirit of constructivism because she 
accepted her students presenting their outcomes in Vietnamese rather than English, 
when in fact the students were learning EFL. Only one student expressed that he 
chose English at first. He thought the products should have been in English because 
they were learning English. However, he said he did not dare to talk about this with 
his teacher. Following is his reasoning, which is shown in both Vietnamese and 
English translation: 
Em nghĩ nếu một mình em nói chả có tác dụng gì còn nếu các bạn 
nữa thì sẽ khác ạ. 
Là học trò ai dám nói thầy cô giáo ạ: Trứng đòi khôn hơn vịt 
 
I think my lone voice will be useless; the situation may change if 
there are other voices. Students do not dare to express ideas with 
teachers: Never be wiser than an owl.  
The responses of this student show that there is a need for community practice where 
the students share the same views in implementation to obtain the learning 
objectives. Students still see the powerful role of the teacher as a barrier to questions 
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or expression of their own ideas. In the academic context chapter, I established that 
in a Vietnamese classroom, students are not accustomed to asking questions or 
making requests because of a rigid hierarchical structure of authority. Furthermore, 
the students do not want to be singled out within their family-classroom-context. 
Hung’s response relates to the socio-cultural context of Vietnam which suggests that 
students may ask questions if they receive encouragement from their teachers to do 
so.  
All the students said that they wanted both their teacher and their friends to 
assess their work. There was general agreement that friends should give comments 
first and the teachers’ assessment should follow. Most students said students could 
assess other students’ work, but they preferred the teacher to assess. “We can assess 
our work. But the teacher will give us assessment from an outsider point of view. 
Classmates’ assessment is more food for thought”, one student said. This view aligns 
with the constructivist approach to assessment which involves the participation of 
both teachers and students. 
Chapter Summary 
In this chapter, a case study of Anh Nguyen’s first year EFL class was 
presented. Through Anh’s pedagogic practice during the project work, I was 
interested to see that through the experience of the project, the students had 
developed a sense of autonomy in terms of their attitudes, their ability to set learning 
goals, make plans and how to achieve the goals. In the next chapter, I present the 
case study of the second EFL class to see whether there may be any similarities and 
differences with this case. 
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Chapter 6:  Case Study of the Second Year EFL Class 
In this chapter, I present the case study of Ly Tran’s second year English as a 
Foreign Language (EFL) class. The research design to collect data for this case is 
similar to the case of the first year EFL class, which was presented in chapter five. 
Profiles of the second year EFL students and the teacher, Ly Tran were presented in 
chapter four.  
The case in this chapter is bounded by a focus on Ly’s pedagogic practice to 
foster language learner autonomy (LLA) with her class. Accordingly, both Ly and 
the students are provided with opportunities in negotiation and discussion to set their 
learning goals, to plan, to implement, and to evaluate their learning as identified in 
the theoretical framework for this study. Data for the case was derived from 
observations of classroom teaching and learning practices and interviews with 
student volunteers and Ly Tran herself. 
Ly Tran’s Responses 
This section starts by presenting Ly Tran’s current English pedagogy and her 
understanding of learner autonomy. Then Ly’s pedagogic practice and her 
understanding of learner autonomy following the project work are outlined. 
Ly Tran’s English Pedagogic Practice prior to the Project work 
In her classroom teaching, Ly Tran said that she gave her students 
opportunities to ask her questions. She encouraged her students to identify issues 
themselves and raise these with her. Ly explained the way she taught: 
In class, I often let them think first before explaining. I often ask 
them to complete the tasks themselves, to identify errors themselves. 
For evaluation, I give them opportunity to check their work in pairs. 
For presentation, I give the topic and they will have to explore how 
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to do it. I think my students can do relatively well, and this makes 
them more interested in the learning, promoting their creativity as 
well. 
Such responses indicate that Ly’s pedagogy for autonomy entails helping students to 
develop their own thoughts in pairs or in groups. There is some resonance between 
Ly’s response and her observed practice. For example, Ly asked her students to 
explain the use of have to and must. Ly called upon her students to give feedback on 
other students’ work. In this way, Ly demonstrated elements of a constructivist 
approach to her teaching that were not seen in the teaching of Anh as described in the 
previous chapter. Ly questioned her students to explore their previous experience; 
she encouraged them to reflect their own work and to act on peer evaluation.  
A snapshot representing the main lesson activity is now presented to illustrate 
the current teaching and learning practice in Ly’s class prior to the project work. The 
words in italics are direct quotes from the textbook. 
The main lesson activities began as Ly wrote on the board and read 
aloud at the same time, “How much can you learn in a month?”. All the 
students opened their books; most wrote something down. This was a 
Grammar lesson focusing on the use of modals: have to, must, don’t have to, 
mustn’t. The teacher asked the students to look at three tasks (a), (b), and (c) 
in their books, and to complete these in turn. 
Task (a) aimed to provide situations for the language focus. 
Specifically, there were some notices such as Silence: Exam in progress, or 
Course fee: to be paid in advance. First, Ly read the instructions (a) Look at 
these notices. Have you seen any of these in our school? She then read the 
words in each notice and asked the students what they meant.  
 
When giving explanations, both the teacher and the students used Vietnamese, 
except for several very short responses in English. The teacher-student dialogue (the 
teacher spoke to the whole class) took the following structure:  
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Teacher question 
[Teacher call for bids (silent)] 
[Student bid to answer (hand)] 
[Teacher nomination] 
Student answer 
Teacher evaluation 
[Teacher elaboration] 
Ly used images in the textbook, to try to scaffold the vocabulary the students 
needed to describe the situations. The extract below is an example:   
          Ly (E):  Now the first one “SILENCE: Exam in 
progress”, do you see this notice in our school? 
               (V):  [The teacher translated “do you see this notice 
in our school” into Vietnamese] 
Students (E):  Yes [some students said] 
               (V):  It means “... there is an exam” 
               (E):   No [some others said] 
         Ly (E):  Oh, maybe we see the similar in Vietnamese. 
Good.  
              (V):   Are we allowed to speak loudly?  
Students (E):  No 
Following these notices in task (a), task (b) stated six rules, for example, you 
mustn’t eat here, or you have to pay before you start. The students were 
required to match the six notices in task (a) with the six rules in task (b). 
After the students worked on their own for this task for about five minutes, Ly 
provided the answer keys to check their responses. Ly’s focus was on whether 
the answers were right or wrong. She did not ask the students’ explanations 
for their answers.  
   However, after that, Ly challenged the students by eliciting their 
understanding of have to, must, don’t have to, mustn’t. Several students gave 
answers in Vietnamese. When the teacher asked the students the difference 
between have to and must, don’t have to and mustn’t, none of them replied. 
The teacher suggested the students should look back at the six rules and the 
images of the notices to find the answers. Only one student answered in 
Vietnamese: “have to/must = a rule, don't have to/ mustn't = against the rule; 
must have stronger obligation than have to”. The teacher assessed the 
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student’s answer as “very good” in English, and elaborated the rules in 
Vietnamese.  
   Ly then asked the students to do task (c), which required them to 
make correct sentences about the rules in the school where the students were 
studying English by using “we have to, we don’t have to, or we must” to 
complete the sentences. The students worked individually for about seven 
minutes. Then Ly called upon two students to come and write their answers 
on the board. She marked each sentence with the class.  
For example: 
Manh wrote two answers on the board: 
(1) We have to [come to lessons on time.] 
(2) We don’t have to [turn off our mobile phones.] 
        
          Ly (E):  Now the first one [Ly read Manh’s answer]... “We 
have to” ...[Ly asked of the class] correct or not, 
whole class? 
Students (E):  Correct 
          Ly (E):  Good [she then put a tick next to his answer] 
How about the second [Ly read Manh’s answer]... 
“We don’t have to” ...[Ly asked of the class] correct or 
not, whole class?  
Students (E):  No 
         Ly (V):  In class, can we turn on our mobile phones? 
Students (E):  No, we have to turn off 
         Ly (E):  [Put a cross next to Manh’s answer]  
                     We have to  
                [She read aloud and wrote on the board at the same 
time] 
Through this example, it appeared that Ly had tried to involve the students in 
giving feedback on other students’ work. She had used questions such as “can we 
turn on our mobile phone in class?” to help the students elaborate their answers. 
It can be seen that there were several aspects of Ly’s current pedagogic 
practices for autonomy that aligned with the constructivist approach. That is, she 
provided scaffolding for the students as they learnt vocabulary. In addition, for 
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explanation about grammar points, Ly questioned the students, trying to help them 
construct their own understanding. She also gave the students opportunities to 
engage in peer assessment.     
 However, there were also aspects of Ly’s pedagogic practices which were 
not fully in the spirit of constructivism. First, most of the tasks were conducted with 
the whole class. Ly sometimes assigned individual students to present their work. 
She then worked with the remaining students to check these students’ performances 
and to provide answers for the class. Furthermore, the learning content was 
controlled by Ly from the textbook and Ly used both English and Vietnamese for 
instructions.  
Ly Tran’s Understanding of LLA prior to the Project work 
 This section presents Ly’s perceptions of: (1) students’ ability and learning 
attitude; (2) the teacher’s role; and (3) the teacher’s perceptions of LLA prior to the 
project. Each of these perceptions is now addressed in turn. 
Students’ Ability and Learning Attitude 
Ly judged that her students’ English level was “relatively good”. In her view, 
the students knew how to learn. When she provided them with learning strategies in 
class, they knew how to apply them in practice outside. This was evident when Ly 
asked her students to give presentations. She provided the topic, which related to 
their “real” life; then it was the student’s job to complete it. In her opinion, the 
students liked this activity and they could work effectively. She indicated that this 
type of activity motivated the students to learn and developed their initiative. Ly’s 
example implied her perceptions of her practice for students of sound English level. 
This way of teaching aligned with aspects of what is considered constructivism such 
as connections between the topic and students’ lives and provision the opportunity 
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for the students to present their products of their learning to others. One point worth 
noting here from Ly’s reflection was that these [topic-based] activities developed 
students’ initiative, which is considered an important element of learners’ 
characteristics identified by the Vietnamese government policy.  
Nonetheless, Ly claimed that some students remained passive sometimes, 
only trying to learn when they were obliged to do so. She reported: 
Some students don’t express clearly what they like and dislike in 
learning. Although they don’t like the task, they still do it because 
the teacher asks them to do it.  
It can be seen that these students considered learning as an obligation. Their learning 
behaviour was to obey the teacher. In other words, they were dependent on the 
teacher rather than agentive in their learning. Ly added that there were several other 
students in her class who could identify their learning goals but they were not 
sufficiently responsible to complete the tasks. As a result, these students’ learning 
outcomes were not achieved. These responses indicated that Ly realised such 
components as goal setting, attitudes to responsibility and learning outcomes were 
interrelated. This view appeared to align with the theoretical framework for this 
study regarding the development of LLA. 
The Teacher’s Role 
 In terms of the teacher’s role, Ly Tran gave similar answers to those of Anh 
Nguyen when stating that generally, students could not learn without teachers.  Ly 
emphasised the role of teachers by using such descriptors as “direct the students how 
to learn”. Ly reported “Students need teachers to direct them how to learn, and 
introduce them to the appropriate materials. Based on that foundation, students can 
develop their own ways of learning”. Ly asserted the important role of teachers in 
stimulating students’ learning such as supporting the students with ways to learn and 
 Case Study of the Second Year EFL Class 173 
materials to explore. From a constructivist view, Ly considered the role of the 
teacher as a facilitator.  
She also acknowledged that in some circumstances, the students could 
conduct their own learning. However, she clarified “if the students want to study by 
themselves effectively, then they need the teacher’s help and guidelines”. Ly 
indicated further that how much students needed the teacher’s help depended on the 
students’ background knowledge. A piece of evidence for this interpretation is as 
follows: 
Với sinh viên có level, background thấp thì không xác định được goal, 
động lực của mình và không thể tự học được. Với sinh viên giỏi thì 
không cần phải nhắc, tự xác định mục tiêu và biết mình cần học gì, tự 
chủ động tìm gặp giáo viên trình bày nhờ giúp đỡ. 
 
For me, students at a low level of English and background knowledge 
cannot identify their goals, motivation to learn; therefore, cannot 
conduct their own learning. Good language learners do not require 
me insisting that they learn; they identify their goals, what they need 
to learn, they ask questions of teachers and ask for help. 
It can be seen that Ly regarded the students’ level of English proficiency and their 
learning ability as overlapping. Furthermore, according to Ly the higher the level of 
English proficiency, the better the students’ learning ability and the less support they 
need from the teachers. The learning ability as Ly stated involved goal setting, asking 
questions and conducting their own learning. Ly further gave an example of a group 
of students having positive learning attitude and ability to identify their goals which 
focused on passing the examinations. Ly explained that these students would not 
require much help from teachers because they understood the purpose of their 
learning; they would be able to self-direct their learning to meet their goals rather 
than be dependent on teachers. It can be inferred that Ly perceived a close 
relationship between learning attitude and ability to set goals and self-direct one’s 
 174       Case Study of the Second Year EFL Class
  
learning. Ly’s views of the teacher’s role and the students’ ability and learning 
attitude informed her definition of learner autonomy in language education. 
Ly Tran’s Perceptions of LLA prior to the Project work 
Ly Tran interpreted LLA as “self-study, independence, self-determining, and 
responsibility”. She also emphasised the important role of LA in English learning. 
The following extract, which was both in Vietnamese and English translation, 
illustrates her ideas. 
Theo tôi tự chủ xuất phát từ tự học. Sinh viên độc lập trong việc 
học, có quyền quyết định mình học cái gì mình thích học gì và có 
trách nhiệm với việc học của mình. Sinh viên có quyền quyết định 
mình học cái gì, có trách nhiệm với việc mình học, có trách nhiệm 
với kết quả học của mình chứ không phải dựa vào người khác. 
Đối với môn Tiếng Anh thì tự chủ rất quan trọng. Nếu sinh viên 
xác định được mục tiêu công việc sau này liên quan đến ngoại ngữ. 
Sinh viên phải tự quyết định cần gì, và từ đó sẽ tự xác định hành 
động. 
Như vậy muốn tự chủ được cần xác định mục tiêu và phải có trách 
nhiệm để thực hiện được mục tiêu mình đề ra. 
 
I think the word autonomy comes from self-study. The students are 
independent in their study; they have the right to decide what to 
study to suit their learning preferences, and they are responsible 
for their own choices. That is, students self-determine the content 
of learning. They have responsibility for their learning process and 
the outcomes of their learning rather than depending on others. 
Particularly for English, autonomy is very important. If students 
identify as their objective that they may work with English in the 
future, then they need to clarify and self-determine their tasks and 
how to reach these goals.  
In order to be autonomous, it is necessary to identify goals and be 
responsible to reach the goals. 
 
There are some similarities between Ly’s interpretation and the literature of LA. 
First, Ly mentioned “be responsible for their [learners’] choice” “be responsible to 
reach the goals”. Such interpretation aligns with some aspects of the attitude towards 
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taking responsibility for one’s own learning (Dickinson, 1994). Furthermore, Ly 
stressed the importance of “goal setting” “to clarify and self-determine their 
[learners’] tasks and how to reach these goals”. These views relate to some extent to 
learners’ ability to use a set of tactics or skills for taking control of their own learning 
(Cotterall, 1995; Fenner, 2003). Synthesising from the previous section about the 
teacher’s role, Ly’s perceptions can be interpreted as suggesting that autonomous 
learners possess the attitude and the ability to set learning goals and implement their 
learning to achieve their goals independently of teachers. 
Ly Tran’s English Pedagogic Practice during the Project work 
Ly was dubious about the appropriateness of the topic of the project work. 
This scepticism went beyond the project per se. The topic, “A famous city”, was part 
of the prescribed syllabus; however, Ly had some reservations about this topic. She 
said “I think the topic is good for tourism students rather than others. Students will 
be more motivated when they work with topics that relate to their training majors”. 
In other words, Ly thought the connection between the syllabus topic and her 
students was weak. Nonetheless, she volunteered for the project on that topic. Ly’s 
idea about the appropriateness of the topic was the same as that of Anh. However, 
while Anh said that the project work seemed demanding for her students to complete, 
Ly said her students could complete all the tasks according to their plans. The only 
thing that should be considered in order to put the project work into practice in the 
current syllabus is the topic and the language focus for each topic.  In other words, 
according to Ly, it is necessary for the teacher to direct the language for the project 
work. The following extract, a translated version from Vietnamese, illustrates this: 
Interviewer:  What do you think about the use of project work in 
the future? 
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              Ly:  I think we need a core syllabus, and then we could 
reduce its content and apply other similar projects 
instead. In that way, the students will still have the 
core knowledge and extra opportunities for practice. 
       For me, in order to join in the extra activities, there 
must be sentence structures. It is not effective if 
students explore the structures themselves. There 
must be class time for them to learn with the 
teachers. 
Ly’s responses make two points: (1) topics for the future projects should align with 
the fields for which the students are training; and (2) students need teachers’ support 
for structuring sentences. This aligns with the idea that through teacher assistance, 
students could solve a problem that might be too hard for them to do alone 
(McCormick & Donato, 2000). However, the underlying reason for requiring “class 
time to learn with teachers” [the sentence structures for the project] that can be 
inferred from Ly’s response regards to her view of project work as extra activities 
which do not seem to relate to other learning content of the syllabus. This is an issue 
to which I will return later.  
 Interestingly, Ly’s teaching practices as observed during the project did not 
align with her perceptions about the importance of learning sentence structures or 
language focuses with the teacher. That is, Ly did not provide any opportunities for 
the students to learn language structures.  
 There were aspects of Ly’s pedagogy which carried the spirit of a 
constructivist approach. In particular, Ly helped the students to set the outcomes and 
plans for the project work. She encouraged them to work in groups. Data for this 
interpretation can be found through the following snapshot: 
The lesson started as Ly sparked the students’ interest and curiosity. She 
made an announcement in Vietnamese: “In the next lessons, we are going to do 
project work: A famous city. Here, you will have a chance to research a 
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particular place of tourist interest". The students began talking with each 
other. Then two students raised their hands to ask questions, one in English 
and one in Vietnamese.  
     Ngoc (E):  We talk ... any places?  
         Ly (E):  Yes, anywhere you like  
Phuong (V):  Can we choose a kind of food? 
         Ly (E):  Yeah, a kind of food in a famous place.  
               Ok, I'll show you now.  
       (The teacher clapped her hands after that to 
signal to the students to stop talking) 
 Ly showed a guidebook of Vietnam and two videos presenting an 
introduction to some famous places of interest such as Hoi An and Ho Chi 
Minh city. After that Ly explained to the students that they were about to 
prepare a similar tour guide in groups. Ly required the students to form five 
groups and requested them to introduce briefly the group’s name. 
The students formed their groups and talked noisily. Following is an 
extract from the discussion of one group of students. The interaction has been 
translated into English to illustrate: 
                 Le:  Hey guys ... All our group members are girls. 
Should we have a special name about it? 
          Nhung:  How about “Funny faces”? 
          Huong:  No, nothing is funny... should be “happy” ... 
“Happy faces”. 
Hoa & Hoan:  Sounds good ... what should we introduce 
ourselves? 
As the students talked, Ly walked around the room to observe. After five 
minutes, Ly asked one representative of each group to write their names on 
the board and gave a brief introduction of their groups. The students spoke in 
English. Examples can be found as follow: 
            Mai:  Hello everybody! Our group is “Friends [talk 
and point towards the position of the group]. 
We like friendship. 
           Hien:  Hi everybody! We are “Funny girls” [talk and 
point towards the position of the group]. ... like 
... funny things ... we all girls. 
The students found the activity interesting and funny, laughing a lot as each 
name was introduced. 
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 Next, Ly instructed the students to decide on the destinations and 
the plan for their project. Ly said in English: 
 OK, remember your names. Now please take a sheet of paper. In 
your group, discuss and decide where you want to go, write down 
the name of the destination on that paper. Be quick, please.  
       While the students worked in their groups, Ly walked around to give 
help. The extract below, which was translated into English, illustrates a group’s 
discussion:  
   Dung:  I think we should talk about Bat Trang. It’s a place of 
scenic beauty in Hanoi. 
      Ha:  I think so. I agree. I hear many people say that 
foreigners like to go there. What about you? 
    Thu:  Yeah ... ok. What should we say? We only have five 
minutes. 
    Hue:  Uh... I think we discuss the outline first, then allocate 
each member a task. 
   Dung:  Agree ... we will talk about Bat Trang. We can write 
the words we don’t know in Vietnamese and ask the 
teacher their meaning in English later. 
The students also negotiated with the teacher to decide how, when they 
wanted to present, and designated tasks for each group member. Finally, Ly 
called for students’ decisions. She recorded the students’ answers.  
The snapshot showed that Ly worked as a facilitator. First, Ly introduced the 
project and let the students begin work in their groups. She used pictures and media 
presentations as models for the students. As the students talked, the teacher walked 
around to observe and give help if necessary. In addition, Ly used English as a means 
of her EFL teaching; she tried to instruct mostly in English. She also encouraged her 
students to use English. Evidence for this interpretation is found in the students’ 
project products. For example, the first slide from group one showed a picture with 
the title Bat Trang and an English subtitle: “Bát Tràng (literally: bát is bowl and 
tràng is workshop) is an old, well established village in Gia Lam district of Hanoi. It 
is famous for producing ceramics”. The theoretical framework for this study 
 Case Study of the Second Year EFL Class 179 
specifies that maximising the use of the target language is one way to promote 
language learner autonomy. 
Ly Tran’s Understanding of LLA following the Project work 
This section presents analysis of data from Ly’s responses in the second round 
of interviews. These relate to: (1) students’ ability and attitude; (2) the teacher’s role; 
and (3) Ly’s perceptions of LLA.  
Students’ Ability and Learning Attitude 
 Concerning student learning ability, Ly believed that her students could 
define the goals for their own learning outcomes. They chose the final outcomes that 
suited their ability and the time frame. Therefore, they could decide the deadline to 
complete their tasks and clarify plans to achieve the goals. In addition, Ly saw that 
her students had the ability to choose the learning materials to conduct the project. 
They understood each other; therefore, they could allocate tasks for each group 
member appropriately. The literature on autonomy shows that goal setting ability is 
an important element of LA (Fried-Booth, 2002). By deciding on their learning 
outcomes, the students showed that they were responsible for taking charge of a job 
which was formerly completed by their teachers. 
While the teacher claimed that many grammar mistakes were found in the 
project products, she appreciated the “students’ bravery” in using many words and 
structures that they had not learned with her before. This response showed that Ly’s 
students could explore “new” knowledge. This seems consistent with the 
constructivist principle that teachers should bridge students’ previous experiences 
with “new” experiences in order to help them construct their own knowledge 
(Gagnon & Collay, 2001). 
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Further, Ly appreciated her students’ ability to assess their learning progress 
once they were given opportunities. Ly explained the assessment procedure: 
 I often give my students opportunities to assess each other’s work. 
For example, after one group’s presentation, I ask other groups to 
mark... I think their assessment is relatively good [close to mine]; I 
base the results on the ideas of the majority [to finalise their marks]. 
Students will give low marks if they don’t like or don’t understand 
their friends’ presentation (Ly).  
From a constructivist view, assessment can be done by students, and occurs 
continuously during learning episodes (Brooks & Brooks, 1999). For autonomous 
learners, assessment can be used as a potentially rich source of feedback to facilitate 
learning (Breen & Mann, 1997). Ly showed that she was willing to allow students to 
assess each other’s work. It should be noted though that this peer-assessment did not 
bear on students’ grades. 
 Ly agreed that most of the students would like to join in similar projects 
because they could make decisions about almost every task such as choosing what to 
do, how to do it, and who should conduct the tasks. Ly also recognised that most of 
the students showed attitudes of responsibility about completing their work. These 
data indicated that having opportunities to engage in decisions about their own 
learning increased the students’ motivation to learn, which is an important way to 
develop LA according to Sanacore (2008).  
The Teacher’s Role 
Ly described her role in the project as “[giving] instructions, and guideline 
steps”.  She considered that project work required her to work less than in her 
“normal” teaching: “Here, I just need to give instructions, guideline steps and let the 
students do the work themselves”. She said that she worked most at the beginning of 
the project work to guide students. For the rest, her students worked almost 
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independently. This reflection implies the potential development of project work in 
meeting the criteria for curriculum reform of the Vietnamese government. 
However, Ly recognised that she may have been directive regarding her 
students’ ways of presenting their productions. In response to a question on why of 
the five groups presenting their products, only one presented using quite a different 
organisation and process from that of the four other groups, she explained: 
I think it is because of my direction to them. I just thought of a clip 
for tourists. There’s no need to speak much except hello, good 
morning at first and goodbye at the end. 
Ly also added that “teachers should reduce their direction so as to develop students’ 
creativity”. This reflection aligned with what was observed, and Ly’s explanation for 
the only one group product that was different from that of the four other groups: This 
group designed the project as a guidebook. Presenters were the whole group. Each 
member took turns, went to the front of the class and gave a presentation in English 
about “Hanoi City”. While they talked, they opened each page of their guidebook to 
illustrate. There was not any music like other groups, and they spoke English. In 
contrast, the first four groups shared the same presentation organisation and process. 
Each group had two presenters. The first student managed the technology, operating 
the slides. The second student came up to the front, greeting and giving a short 
introduction about their project in English. Both then went back to their seats, and let 
everybody watch their slideshows. The slideshows all had titles and subtitles in 
English to illustrate what they were showing. The students also added music, 
Vietnamese music that represented the place they were showing. Group five’s 
product was considered creative as the students spoke English to present rather than 
just saying “hello, good morning at first and goodbye at the end”. Furthermore, all 
group members participated in presentation. That is, the students created 
 182       Case Study of the Second Year EFL Class
  
opportunities for themselves to maximise the use of TL. In other words, these data 
demonstrate the students’ WTC, which is considered an important characteristic of 
autonomous learners. 
Ly Tran did not think specification of learning content was the teacher’s 
responsibility; content was already decided by the faculty. Ly stated that if she, a 
teacher, was given opportunities to change the syllabus, she would choose themes 
and topics that were more familiar to the students and thereby amendable to 
autonomous learning activities. At the present time, however, Ly explained “the 
students are used to obeying teachers’ instructions; and the teachers themselves do 
not have a habit of asking the students about their learning desires”. Therefore, she 
suggested that when the students had certain background knowledge with the content 
of the textbook, the teachers could ask them about activities that they liked. Ly 
appeared to identify the importance of teachers’ questioning students to encourage 
them to engage in the learning content. According to Brooks and Brooks (1999), 
constructivist teachers need to have a good deal of autonomy in determining the 
ways in which content is taught. Ly indicated that she accepted the students’ 
involvement in deciding the learning content. One point worth noting here is that this 
acceptance happened only when the students had acquired certain background 
knowledge about the content of the textbook as a basis for providing comments or 
ideas. Ly seemed to consider that the students’ ability to engage in the learning 
content was dependant on background knowledge. 
In terms of evaluating learning progress and achievement, Ly stated that it 
was the teacher’s job to decide the tests. “I’ve never thought that I would discuss 
with them [the students] and follow their choices for the tests. Even when they have 
ideas, I need to consider [their ideas]”. Ly apparently perceived that the teacher was 
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mainly responsible for testing, and tests played a decisive role in deciding learning 
results. It should be recalled from the previous section when Ly stated that she 
accepted the students’ engagement in assessing their in-class learning. From this 
response, it appeared that students’ assessment carried little if any weight in 
summative assessment. The decisive element to measure the students’ learning 
success for Ly depended on the tests, which were designed by the teachers. This 
traditional view may make the development of LLA difficult. From the constructivist 
view of Kaufman and Brooks (1996) on autonomous learning, assessment occurs 
continuously during the learning episodes and is an assessment of both students and 
teachers.  
Ly Tran’s Perceptions of LLA following the Project work 
Ly kept her interpretation of LLA unchanged following the project work. 
That is, at the end of the project she still thought that autonomous learners possess 
the attitude and the ability to set learning goals and implement their learning to 
achieve their goals without teachers. She stated previously that: 
The students are independent in their study; they have the right to 
decide what to study to suit their learning preferences, and they are 
responsible for their own choices. In other words, students self-
determine the content of learning. They have responsibility for their 
learning process and the outcomes of their learning rather than 
depending on others.  
Ly questioned whether the teachers had opportunities to promote LA. She implied 
that in practice the teachers’ opportunities to decide the learning activities to develop 
student autonomous learning were limited. This context of Vietnamese higher 
education in terms of curriculum and syllabus design may provide little room for LA 
development. 
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Furthermore, Ly stressed that she found her students were most autonomous 
during their implementation of the project work. They worked in groups outside 
class. They could decide for themselves everything about how to complete the tasks 
such as assigning particular tasks to group members, working out the materials to be 
used and setting the timing for the completion of tasks. Although the students 
decided on their products at the beginning, there was still a lot of guidance and 
instruction from the teacher. Ly criticised the fact that during the project work, the 
students did not ask questions nor contact the teacher for consultation until she raised 
the issues. Ly seemed to perceive autonomous learning as requiring students to 
question teachers rather than teachers questioning students. Ly realised the 
importance of student questioning in the teaching and learning process which 
indicates the spirit of constructivism. By asking questions, students are encouraged to 
find their own answers and to form their own understanding of the phenomenon. 
Both teachers and students should engage in questioning to facilitate their learning 
(Kaufman, 2004). I now move to the voice of the second year students. 
The Second Year Students’ Responses 
This section presents and analyses voices of the second year students in terms 
of: (1) their experience of English learning prior to the project; (2) their 
understanding of LLA prior to the project; (3) their learning experience during the 
project work; and (4) their understanding of LLA following the project. Observation 
and interview data are used to provide evidences for the analysis.   
The Second Year Students’ Experience of English Learning prior to the Project work 
During class, the students had different views about their learning activities. 
Two students thought that most of the time the teacher lectured in the lessons. The 
students only spoke when the teacher asked them to answer, and when they were 
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asked to give short presentations. For example, Hanh stated “When the teacher asks 
questions only some students answer. When the teacher gives us speaking tasks in 
class, we are all very anxious”. 
In contrast to these two students, Minh provided another point of view about 
their learning activities, which apparently appreciated Ly’s teaching methods.  
The teacher gives us a lot of opportunities to practise English, for 
example, using games. She let us practise asking and answering, 
grouping us in different groups to communicate with other 
classmates. Sometimes we speak in English. However, the lesson you 
observed required us to read, so we had to read. There were not 
many speaking opportunities (Minh). 
There was some alignment between Hanh’s reflection and what was observed in their 
classroom. That is, Ly asked questions of the whole class and called upon students to 
answer individually. The learning content was from the textbook. This way of 
teaching is considered traditional and from a constructivist perspective provides 
limited support for the promotion of LLA. Minh’s reflection appeared to align with 
the view of Ly in terms of the creation of opportunities to speak in class. As Hanh 
noted, only some students were confident enough to speak in response to teachers’ 
questions, it seems that such opportunities were not created for all students, and 
hence their engagement was not equal.   
Outside class, the students learned English in their own ways. Hanh said that 
she took extra classes in English centres to improve her English. Dung said she 
watched films with sub-titles. This student reported “I also borrow my neighbour’s 
practice exercises which were delivered by her teacher. I complete them and check 
with her”. Similarly, Le watched films with English sub-titles outside class, and 
listened to English songs. She said she could learn English words and expressions 
from that. Sometimes she worked online at “web 123”, a free website, to learn 
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English. She considered going to the university library. She had asked several friends 
to join her, but they said they did not want to, so she did not go, either. Such 
behaviour indicates that while the students were able to decide individually the 
learning content, they wanted more collaboration with peers in that learning. 
According to Tomlinson and Dat (2004), Vietnamese students prefer learning in a 
family-style or in social harmony. This socio-cultural context may support the 
development of LLA: the desire for interacting with others to foster learning.  
There was one student, Minh, who employed a different way to learn English 
than her peers. She said: 
I spend three hours a day learning English online myself to develop 
all four skills, listening, speaking, reading, and writing. I bought an 
English online learning card. I practise speaking with a friend next 
door. When going out on the roads or buses, I often pay attention to 
see and learn any English words and expressions around. ... 
Sometimes I go to the uni library. There are many books on 
grammar, listening, reading ... that I can borrow. There is also a 
large computer room where there are not many people. I don’t go 
alone. I ask several classmates who are interested in learning to 
English to join me. 
Minh appeared to be active in her learning. She learned on her own using different 
strategies. Furthermore, she also joined with her classmates to learn. Minh showed 
several characteristics of autonomous learning: she was able to decide to learn 
independently and what and how to learn outside class. 
The Second Year Students’ Understanding of LLA prior to the Project work 
The section starts by presenting data about the second year students’ ability 
and their learning attitude. Data about the teacher’s role and how the term LLA is 
defined are outlined next. 
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Students’ Ability and Learning Attitude 
By describing their learning difficulties in talking about their English 
learning, the students indicated their ability in recognising their learning weaknesses. 
All of them assessed speaking and listening as their weaker skills. For example: 
       Minh:  Speaking is so hard especially, how to express your 
ideas. Although I have learned many words I can’t 
link the words together to make meaningful 
sentences. ... I think I know many words, but my 
problem is how to use them to speak fluently.   
       Hanh:  My listening comprehension is not good. I 
misunderstand words that sound the same. They 
seem to be pronounced the same.  
       Dung:  Listening is most difficult for me. I don’t understand 
anything in the listening lesson. I think grammar is 
easy..... Another difficulty for me is I don’t know 
how to speak when standing in front of a lot of 
people, even though I have prepared for it. 
            Le:  My listening skill is bad so I don’t comprehend 
anything. Most of our pronunciation is not correct.  
These responses paralleled two of the first year students, who also considered 
English speaking and listening skills were the greatest challenge for them in their 
study of English. These responses also explained why outside class the students’ 
learning focused on speaking and listening. In other words, the students could 
understand what they needed to learn, and they carried out their learning to meet 
their needs when having opportunities. In other words, they knew their learning 
goals. Goal setting is considered a foundational capacity for LLA and involves 
students identifying their learning needs (Fried-Booth, 2002). 
Particularly, the students indicated that they could decide their own learning 
materials outside class. The materials so suggested included “borrowing my 
neighbour’s practice exercise”, “buying an English learning online card”, “watching 
films with sub-titles”.  Students could also organise their study. For example, one 
 188       Case Study of the Second Year EFL Class
  
learned with her neighbour, one worked online alone, one watched films alone, and 
one learned in the library with her friends. These perspectives differed from those of 
the first year students, who said that they did not know any other learning materials 
except the textbook used in class. In other words, the second year students showed 
their initiative and agency in searching for learning materials, which are considered 
characteristics of autonomous learners. 
With respect to the students’ opinions about their abilities to assess their 
learning achievement and progress, all the students thought they could give peer 
assessment at a certain level of accuracy, but then checked with the teacher. An 
extract from Dung is illustrative: 
Interviewer:  After completing your homework, how do you know 
your answers are correct? 
          Dung:  It’s difficult to check by myself. I usually compare 
with my friends. 
Interviewer:  When in class, how do you check your work? 
          Dung:  We compare with each other, and then we compare 
with our teacher’s response. 
The response indicated that assessing in pairs was a way to help students check their 
work. From a constructivist view, assessment should involve both teachers and 
students. Assessment not only provides feedback for the existing learning but also 
helps teachers and students to plan their learning. These students’ autonomous 
learning could be enhanced if they were supported in skills of peer assessment. 
Two of the students provided similar answers to the first year students 
regarding their ability to define goals or objectives. That is, they had never set any 
specific goals for their study in any term. For example, Hanh said “I don’t set any 
objectives before each term. I only think of it before each test”. Similarly, Dung 
stated “I just learn and try to learn, never think of any goals”. The other two students 
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took the final term marks as the goals for their studying. However, initially they only 
had a sense of what to do to achieve their expected marks rather than sharply defined 
goals. Le stated: 
My goal for my previous semester was to get good marks. However, 
when I didn’t reach that goal, just passed the exam with the average 
points I felt upset. I need to learn English to take the TOEIC test. I 
need to master the basic grammar of English.  
This response indicates that Le identified her learning needs: in the previous 
semester, she set the goal of getting good marks, but she was not able to achieve it. 
She identified her needs of “the basic grammar” and “to take the TOEIC test”.  
However, Le did not have any plans for her goal. Similar to Le, Minh also set the 
goal of getting good marks. Minh said: 
My goal is an A grade. I set a plan of how many words to learn in a 
day, how many listening exercises to complete, how many grammar 
structures to learn ... I make my own plan but I find it hard to carry 
out...  
However, different to Le, Minh had a plan to achieve her goal such as “how many 
words to learn in a day, how many listening exercises to complete, how many 
grammar structures to learn”. Responses of these two students indicated that they had 
a sense of goal setting because they identified the importance of grading as their 
learning goals. Constructivists view that autonomous learners can clarify what skills 
and knowledge they need to reach their desired grades (Reyes &Vallone, 2008). 
Therefore, to be autonomous, these second year students need support to develop the 
ability to set goals. 
Regarding the learning attitude, there was agreement that the students liked 
learning English. Two interviewees stated that they liked learning English because it 
was not as difficult as other subjects. One other student, Hanh reported “I like 
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English and I want to learn English as it is interesting”. Another student said that she 
found her class was more motivated and interested in English learning after their 
excursion trips. The excursion that this student mentioned was an activity aiming to 
search for opportunities for the students to communicate in English with foreigners at 
tourist attraction places. It can be seen that the students love learning English more 
when having opportunities to use English. In other words, the second year students 
showed excitement, one key condition of WTC, in their learning. Maximising the use 
of the TL is also an important element of language learner autonomy. 
The Teacher’s Role 
In respect to the question about the role of the teacher, all the interviewees’ 
responses indicated that most of their learning seemed to depend on the teacher. The 
students appeared to follow the teacher’s lesson plan. Hanh stated “I think the 
teacher plays the main role in the lessons. If the teacher motivates us we will raise 
our hands to participate”. Dung shared the same ideas concerning the monitoring of 
tasks to get student involvement. She said that, if the teacher did not assign someone 
to speak, no one would speak, except a few good language learners. Data consistent 
with this view can be found in the classroom observation. In the observation session, 
Ly asked questions of the whole class and did not receive many responses from 
students. The following extract is illustrative from this dialogue: 
          Ly (E):  Now the first one “SILENCE Exam in progress”, do 
you see this notice in our school? 
            (V):  [The teacher translated “do you see this notice in 
our school” into Vietnamese] 
Students (E):  Yes [some students said] 
            (V):  It means “... there is an exam” 
            (E):   No [some others said] 
         Ly (E):  Oh, maybe we see similar in Vietnamese. Good.  
            (V):   Are we allowed to speak loudly?  
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Students (E):  No 
During this dialogue, it was observed that many students remained silent. When Ly 
assigned individual students to write their answers on the board, they acted as Ly 
required. This point of view may be the same as the first year students who generally 
elevated the importance of the teacher. It appeared that the students considered their 
teacher as the decision-maker, who was responsible for their learning. This view 
about the role of the teacher did not carry the spirit of constructivist teachers to 
promote LLA. The students relied on the teacher and obeyed the teacher rather than 
discussed the learning or questioned the teacher. 
The Second Year Students’ Perceptions of LLA prior to the Project 
The students were asked about their ideal English learning environment which 
aimed to explore their desire about how to improve their English learning. The 
theoretical framework for this study implies that there are two interrelated elements 
of LA and language achievement. Therefore, data about the students’ expression of 
their learning preferences can be interpreted through the constructivist lens as the 
approach to foster LLA.    
In terms of grouping, only Hanh talked about the type of learning activities she 
would like to experience: “Learning alone is very boring. I want to learn with other 
friends or to learn in an English club. I will have more motivation to learn then”. 
Similarly, Minh expressed her want to learn with pairs or “in a club” rather than 
alone: 
It is so boring to learn and practise alone. I wish to have someone to 
learn with me or to join in a club so as I can have more motivation 
(Minh). 
Such responses indicate that the students liked social interactions with pairs or in 
groups to stimulate their learning. Moreover, in terms of learning activities, the 
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students were very keen on listening and speaking activities, especially those 
providing them with opportunities to use English. 
         Dung:  Inside class, I want more activities such as games. 
Outside class time, I want to go on excursions to 
have opportunities for face to face chat with 
foreigners in English. 
             Le:  I like more listening, pronunciation. 
         Minh:  I like speaking activities. 
From such data it can be interpreted that students were searching for learning 
opportunities which involved interaction in pairs or in groups in English. That is, the 
students want to interact with peers. Their learning desire focuses on interaction in 
the target language, which aligns with the approach to autonomous learning in 
language education according to the theory which underpins this study.     
In respect of the students’ preference for the way their teachers could help 
them to learn English better, Hanh said that she wanted more listening practice 
because she thought that in her class, few students could listen and comprehend the 
tasks. Hanh further suggested: “I think the teacher should not use her authority to 
pressure us. The teacher should create a joyful learning environment to motivate the 
students to learn. That’s enough”. Hanh’s response confirmed the important role of 
teachers in promoting the students’ desire to learn as identified by Sanacore (2008) in 
order to facilitate autonomous learning.  
In contrast to Hanh’s preference of more listening practice, Dung preferred 
fewer listening activities in class. She explained that native speakers usually spoke 
very fast, so it was difficult to understand. Dung stated:  
I want to go on excursions to listen to them directly rather than 
listening to the CD. In that case, I can see their body language as 
well. It may be easier to comprehend.  
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While Hanh did not like teachers using their authority to put pressure on students, 
Minh said she wanted more pressure. She gave an example that the university should 
stimulate an “English only” rule in all English lessons to force students to use 
English. Minh also stated “We want the teacher to care more about us. She can share 
learning strategies and her experience with us, introduce to us to materials to learn 
...”. Le suggested the teacher should give the students listening exercises to do at 
home, and then check them in class. All these responses confirmed the students’ 
desires for interactions in the TL where teachers support students with learning 
strategies and materials. The students seemed to view these actions as the role of 
motivators that the teacher played to help them improve autonomous learning. 
More evidence of the students’ desire for interaction in the TL can be found 
through their consensus that they preferred English rather than Vietnamese medium 
instruction. For example,  
 I like the teacher to lecture in English. She should write down 
popular words for us. For any new sections, we still like to be 
instructed in English. Teachers may check our understanding and 
speak in Vietnamese if necessary (Le). 
I like the English lessons with no Vietnamese at all (Minh). 
These responses show that the students preferred the use of English, which supports 
the theory of this study in that, for EFL learning, the target language of English as in 
this case should be used as the medium to conduct, organise, reflect and 
communicate in all the learning episodes. Furthermore, research indicates that 
autonomous learning requires teachers to ensure the use of the target language as the 
medium and the goal of learning (Little, 2009). 
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In responding to the question about who the students liked to assess their 
work, they generally said that friends’ evaluations were acceptable. However, they 
preferred the teacher’s because the teacher had more experience.  
I think the classmates’ assessment is accurate to some extent. I like 
the teacher to evaluate my work because she is more experienced 
(Minh).  
I want the teacher to give us a quick check of our homework in the 
workbook. If we work ourselves without answer keys, there must be 
mistakes that we don’t recognise. At the examination, the same 
mistakes may lead to low marks. Such results demotivate us (Le).  
The students perceived assessment with the engagement of both teachers and 
students as their preference. The teacher was considered as the more proficient other, 
who provided them with feedback about their existing learning. These perceptions 
align with the constructivist perspective about assessment to stimulate LLA.  
The Second Year Students’ Learning Reflections during the Project work  
Similar to the case of the first year EFL class, the second year students also 
had an opportunity to engage in a project which was designed to foster LLA. A 
further aim of the project was to explore the extent to which it met the students’ 
learning desires and their understanding of LLA following the project. Accordingly, 
during the project, the students had an opportunity to discuss and negotiate their 
learning goals, plans, implementation, and evaluation. 
Before talking about the learning activities in the project work that the 
students thought promoted LLA, the second year students also reflected on their 
difficulties with the work. Their main difficulties related to language expressions and 
oral presentation. 
        Hanh:  I didn’t know how to link words together to indicate 
what I wanted to say. 
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        Dung:  We can’t decide for ourselves which sentence is 
right, which is wrong.  
              Le:  We are scared of presentation. .... That’s why in our 
final performance, we didn’t choose to speak much, 
just a little oral introduction at the beginning. Then 
we showed the images and expressions at the same 
time instead of talking about them.  
These responses indicate that student anxiety of linking words together, deciding on 
the right sentences, and speaking appears to be a constraint of the students’ WTC. It 
is suggested that such language learning skills as writing sentences or giving oral 
presentation are what the students need to support their autonomous learning.  
Regarding activities designed to develop LLA, the second year students 
provided similar responses to the first year students. Their focus was mostly on 
activities in stages one and two of the project work. In other words, according to the 
students, these stages were most facilitative of autonomy. For example, Minh stated: 
Oh ... the first section, that is when we decided that we would make a 
video, discussed together what we were going to do, how to do ... I 
found it made me be most autonomous. 
Minh found that she and her group worked autonomously when having opportunities 
to decide on the product [make a video] and to make plan [of what to do and how to 
do] for the product. Deciding on the product and making plan to fulfil the product 
regard to activities of stage one of the project. Different to Minh, there was 
agreement between Hanh and Le that having opportunities to explore new knowledge 
on their own, and to decide for themselves the learning content, provided the students 
with an opportunity to be more active and autonomous.  
         Hanh:  I find I am more active when I have to think about 
how to conduct my learning task, I have to find the 
materials myself. For example, there are a lot of 
words and expressions in Vietnamese that are not 
equivalent in English. We have to think and to find 
out how to express for other people to understand.  
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             Le:  For me, when we collected information and 
materials, when we linked them together, and wrote 
sentences to illustrate, we found ourselves active 
and autonomous. 
Both Hanh and Le demonstrated activities of the implementation stage of the project 
when the students conducted their tasks. To sum up, these data indicate that the 
second year students perceived that autonomous activities involve selecting a 
purpose, planning, organising the learning tasks together to fulfil the purpose. 
The Second Year Students’ Understanding of LLA following the Project work 
This section draws on the analysis of the data of students’ responses about: 
(1) ability and learning attitude; (2) the teacher’s role; (3) students’ perceptions of 
LLA; and (4) learning preferences. Each of these is presented in turn. 
Students’ Ability and Learning Attitude 
Concerning the content of the project, all the students emphasised that they 
were able to select appropriate materials and materials they wanted.  There was also 
consensus that the students had decided on their final products. Minh stressed “we 
created the content ourselves and chose how to perform our final product”. Hanh 
added “the product was our group’s decision. All of us agreed to choose it”. In 
respect to how the students organised their work in the project, all responses 
indicated that there was no need for the teacher to support the students in task 
allocation. There was agreement that the students could do this task themselves, and 
they liked doing it. 
When we are in our group, we understand each other; therefore, 
we can allocate appropriate tasks according to our capacity (Le).   
When we form our group, we know each other quite well. It is easy 
for us to give suitable jobs for each member. I think we can 
manage ourselves. We don’t need the teacher to help us with this 
task (Minh).  
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Such responses about the ability to select materials or to allocate tasks indicate that 
the students were ready to take on these responsibilities, which they stated formerly 
belonged to the teacher. These aspects of learning during the project also indicate the 
students’ activeness rather than dependence on the teacher.  
In terms of goals and objective setting, most interviewees said that they were 
involved in deciding the project outcomes. There was agreement between Hanh and 
Dung that before the project they had not set objectives as to how many words to 
learn, or what exercises they should do. However, through this project work, they 
now knew clearly that they should define outcomes and specific tasks in order to 
achieve outcomes. The students said that the more specific goals they set, the more 
appropriate the tasks to be allocated, and the better their learning achievement could 
be. For example, Dung said “I think all the group members should have high 
agreement in setting goals for the success of the project”. Such data indicate that 
there was a considerable shift in students’ perceptions about goal setting after 
completing the project. Accordingly, the project helped to develop students’ 
awareness of the need for and ability to set learning goals, which is an important 
element of LLA. 
There was unfortunately no time for evaluating the project work in class. 
Therefore, the students did not talk about their involvement in the evaluation process. 
Instead, they described their learning strategies in groups. They used the same 
descriptors as the first year students, for example, “divide, discuss, get agreement, 
and decide finally”. Minh said that her group always discussed the project together. 
For their final outcome, at first she thought of an oral presentation. However, after 
negotiation with other group members, it was decided that the product was to be a 
 198       Case Study of the Second Year EFL Class
  
brief oral introduction and then written presentations for the body and conclusion. 
Similarly, Hanh said:  
I proposed that we talk about Hanoi city, but some other group 
members prefer to talk about Hadong town; we finally decided that 
we will talk about a place where it is easy for us to search for the 
related information.  
The students then allocated tasks for each member. Several students stated that they 
sometimes asked their teachers questions, but not often. Dung reported “We didn’t 
ask the teacher much”. Minh said that when she found anything difficult, she asked 
her friends and they would work together to find the solutions. She did, however, 
also ask her teacher for help as required. This behaviour suggests that students 
recognised the importance of questioning in order to construct their knowledge. By 
asking questions, students find the answer themselves and form their own 
understanding of the events (Brooks & Brooks, 1999). In other words, this way of 
learning can improve LLA. 
Students’ reflections about their completion of the task involved a self-rated 
claim to have achieved 70% of the total requirements. Hanh said she was not 
satisfied with her group’s outcome: “I think the language expressions are acceptable, 
but the images are not good”. This way of reviewing suggests that Hanh and her 
group members may know how to improve their product for the next learning. Most 
of the students said that after their presentation, they did not have enough time for 
reflection, and this implied that they had not engaged in sharing feedback on their 
learning. In other words, it is suggested that more attention should be paid to 
reflection. According to constructivism, reflection is the time when both teachers and 
students review their current learning and design strategies for their next learning 
episodes (Gagnon & Collay, 2001). 
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All students said that they had enjoyed the project work and would welcome 
the opportunity to conduct similar projects in the future. For example:   
I like to do similar project work. I want to link our current learning 
with project work sometimes (Dung).  
All our group members are motivated and enthusiastic to do the 
project work. We don’t wait for the teacher to assign us. We are 
willing to do (Hanh). 
 Le added that such projects should be part of the central curriculum. She stated: 
 Apart from the learning from the textbook, I want to do projects like 
this. I want to have opportunities to search for information, to 
increase my vocabulary. I want to learn in other different ways 
along with the textbook. 
These data reveal that project work appears to satisfy the students’ learning needs 
including such aspects as: group work, students’ willingness, students’ assigning 
their own tasks, and searching for or finding the learning content themselves. 
Interestingly, there were no claims from the students relating to the topic of the 
project. Furthermore, while Ly regarded project work as extra activities to add in the 
main content of the syllabus, the students indicated a sense of a “link” between the 
project work and the content of the central curriculum. That is, the students may 
interpret the use of project work as an end-product which carries the spirit of 
developing project work of this study.  
The Teacher’s Role 
Similar to the first year students who perceived their teacher as a “guide” or 
an “advisor”, the second year students described their teacher as a “guide”. For 
example: 
In the project I see my teacher as a guide. She tells us that while 
conducting our tasks, if we meet any difficulties, then we should 
bring them to class to ask her, and she will help to find the ways to 
solve (Hanh).  
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The teacher just guides us in the project. She doesn’t need to lecture 
as normal (Dung).  
In addition, Minh stressed that the teacher gave the students guidelines only. It was 
the students’ job to self-study, self-investigate, and self-implement to develop skills. 
Similarly, Le said that the teacher gave general instructions first, and then the 
students could explore and conduct the tasks themselves. These students recognised 
that their teacher did not need “to lecture as normal” during the project because they 
appeared to engage more in implementing the learning. They were given 
opportunities to “ask questions, to discuss the tasks in their groups, to get 
agreement”, and “to decide finally” the outcomes. The teacher was not considered as 
a decision-maker but a guide, who helped the students to deal with their difficulties 
during this learning process. According to the theoretical framework of this study, 
the second year students appeared to possess awareness of responsibility to their own 
learning during the project. 
The Students’ Perceptions of LLA following the Project work 
 In the previous chapters, I have suggested that the term “learner autonomy” 
as specified by me is close to the terms “learner positiveness, activeness, and 
creativity” in the Vietnamese language. In the Vietnamese context, those terms can 
be used interchangeably to denote one of the key issues that the Vietnamese policy 
addresses to reform local higher education. Therefore, there was agreement between 
the first year and the second year students in their positive response when they heard 
such terms. However, only one second year student, Minh, was able to offer an 
answer to the question about the definition of LA in English learning when asked. 
Minh: Autonomous learning is we have to be independent. We need 
to be active, enthusiastic, and devote ourselves to all the work we 
do; if there is anything we don’t understand, we should ask friends 
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or teachers. We still feel happy even when we are forced to do 
anything.  
Learner autonomy is very, very important. The most benefit is it 
leads to good study results. When we are autonomous in doing 
anything in any circumstances we will feel more comfortable. 
Minh used descriptors relating to attributes such as “independent, active, or 
enthusiastic”. Her description also included behaviours such as “asking friends or 
teachers for explanation or devoting ourselves to all the work we do”. Minh further 
linked the importance of “LA to good study results in language learning”. Minh 
seems to have been especially autonomous in her language learning. Her 
interpretation demonstrates considerable similarities to the conceptualisation of LLA 
of this study.  
Two other students found it difficult to express their understanding of LA. As 
in the case of Hung in the first year class, I also asked participants other questions 
such as whether the students thought they could conduct the project without the 
teacher, and whether the students would complete their assigned tasks given that they 
did not like them. Further questions included whether the students were provided 
with any opportunities to set their learning objectives, to choose their learning 
content, to decide how to achieve their objectives. Finally, I raised the question “how 
do you understand LA in English learning?” again. This time, the students said, with 
a little hesitation, that working autonomously meant to be active in searching for 
information and materials. They explained that when the students were active, they 
would not be dependent on anybody. They were self-regulatory in completing the 
tasks. The students also made comparisons between activeness and passiveness. 
According to them, activeness resided in ability to find ways themselves that passive 
students could not. Passive students always needed someone to urge them, push them 
from behind. Responses of these two students show that they regarded LA as being 
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active and self-regulatory in task completion. In other words, LA was defined as the 
attitude towards responsibility for task implementation. 
 Interestingly, these two students said that they wanted to be both active and 
passive in English learning. Their responses were as follow: 
I like being both active and passive. There are some exercises which I 
find appropriate I can do myself without anybody impacting or urging 
me; other difficult ones I have to ask many people ... (Hanh).  
Sometimes I want to be active; sometimes I want to be passive. I just 
need the teachers to guide me first, and then I can develop my 
creativity, autonomy (Dung). 
In other words, these two students both saw a place for what they described as 
“active” and “passive” behaviours. Hanh related “active” with appropriate tasks and 
ability to fulfil the tasks on her own. Meanwhile, she related “passive” with difficult 
tasks which required her to ask support from other people or to be urged to 
completion. “Active” was further clarified by Dung as developing creativity, and 
autonomy to solve learning problems. This view aligns with constructivism because 
autonomous learners are considered as problem solvers. In contrast, “passive” was 
defined as being dependent on the teachers, and waiting for the teacher to urge the 
learning. The “passive” behaviour that these students mentioned in fact did relate to 
the role of the teacher to stimulate the learning. According to McCormick and 
Donato (2000), constructivist teachers assist students to achieve a goal or solve a 
problem that they could not achieve or solve alone through scaffolding. During this 
process, it is necessary to maintain motivation towards the goals. The teacher’s 
action such as “to urge” can be interpreted as a way to motivate students. By guiding 
or answering students’ questions for difficult situations, teachers assist students to 
learn. In other words, these responses confirmed the students’ interpretation about 
the important role of the teacher as a mediator in autonomous language learning.   
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There is one point worth noting relating to the difficulty of the task. Both Hanh 
and Dung agreed that they would “give up if the task was too difficult to complete. If 
we are forced to do, we will copy others”. These responses indicate a characteristic 
of at least some learners and their behaviour when being challenged with the learning 
that is considered much higher than their ability. According to constructivism, 
teachers are suggested to challenge the students to stimulate their learning. However, 
the data here raise questions about the amount of challenge that is appropriate. This 
is a point to which I will return with further discussion later.  
Learning Preferences 
All the students indicated their desire to conduct similar projects in the future. 
However, they expressed contrasting ideas in terms of the teacher’s role. There were 
students who preferred to be freer in deciding their own outcomes, while there were 
also others who said that they would like the teachers to guide them more closely. 
For example, Dung said: 
I want the teacher to help us in language structures to express our 
ideas so that we can be more confident. I even want the teacher to 
urge us sometimes to increase our responsibility to complete the 
task.  
In other words, Dung wants the teacher to sometimes push the students to take more 
responsibility for task completion. This response again indicates the importance of 
the teacher in generating motivation during the learning. It also indicates a 
requirement for being supported with language learning skills such as writing 
sentences to express ideas. The students’ preferences in terms of being freer in 
deciding the learning outcomes aligned with Ly’s reflection that she might be 
directive, and hence restricted students’ development of creativity. 
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In respect to evaluation, all students said that they wanted both their teachers 
and their friends to assess their work. There was consensus that friends should give 
comments first and then there should be the teachers’ voices. Towards peer 
assessment, most students said there should be discussion amongst the groups. 
Students said that they would like their friends to tell them whether their group’s 
talk, pronunciation and ideas were understandable.  
I really want my friends to give me comments. I could learn lessons 
from that (Hanh).  
After presentation, I want the teacher to assess our work. I also want 
assessment from my friends, too. For example, teacher can make a 
sample assessment, and then let students do. I think we can learn 
from each other (Le). 
These data show that the students accepted both student-led and teacher-led 
assessment. Again, this perspective is supportive of a constructivist approach to 
developing LLA. First, students have an opportunity to reflect on their own work and 
the presentation of other groups. Second, teachers should also review the learning 
with students. Through such discussion, students learn the knowledge. Teachers and 
students also demonstrate that after reviewing their learning they are able to set new 
learning goals (Brooks & Brooks, 1999, Gagnon & Collay, 2001). 
Chapter Summary 
Chapter six has presented the case study of Ly Tran’s second year EFL class. 
Similar to the case study of Anh Nguyen’s class, this case appears to suggest that 
project work may assist in fostering LLA. Projects appear to support the 
development of students’ attitudes about their responsibility for their own learning. 
In addition, there is some evidence that students are able to set learning goals, to plan 
and to implement tasks to achieve the goals. The next chapter, chapter seven, 
presents a case study of a third year EFL class. 
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Chapter 7:  Case Study of the Third Year EFL Class 
This chapter presents the case study of Hai Pham’s third year English as a 
Foreign Language (EFL) class. The research design to collect data for this case is the 
same as the two cases of the first year and the second year EFL classes, which were 
presented in chapters five and six. Profiles of the third year students and the teacher, 
Hai Pham were presented in chapter four.  
Hai’s pedagogic practice that attempts to foster language learner autonomy 
(LLA) with her class forms the boundary of the case. In other words, the case 
consists of the ways that how Hai and her students engage in discussing and 
negotiating to set their learning goals, to plan, to implement, and to evaluate their 
learning as identified in the theoretical framework for this study.  Data for this 
analysis as with the previous two case studies presented in this research involved 
class observations and interviews with student volunteers and Hai Pham herself. 
Hai Pham’s Responses 
This section presents analysis of data from Hai Pham’s responses in the first 
round of interviews and her pedagogic practice from classroom observation. These 
data provide evidence about: (1) Hai’s English pedagogy and her understanding of 
LLA prior to the project; and (2) her pedagogic practice and understanding of LLA 
following the project. 
Hai Pham’s English Pedagogic Practice prior to the Project work 
Hai anticipated that the students might meet a lot of unfamiliar academic 
words in the textbook; therefore, she tried to help them to deal with this. She 
explained:  
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There are so many new words at this level so I suggest that the 
students check the meanings at home, and in class I will help them 
with situations to practise the words. In this way I think they will 
memorise the words better.  
It can be seen that Hai’s teaching method involved a requirement for preparation 
before class. During class, she would help students with learning strategies such as 
situations to practise the words. Outside class, particularly, in preparing for new 
lessons, the tasks were in groups. For homework, the tasks seemed to be undertaken 
individually. Hai clarified her teaching procedure:  
After the lesson, I usually require the students to do homework to 
revise the main learning content in class; then I usually spend a 
certain amount of time to check their homework in the next lesson. 
To prepare for the new lesson, I usually ask them to work in groups. 
All the students’ tasks are clearly defined in the learning schedule.  
Hai’s responses suggest that she has employed constructivist practices to promote 
students’ learning. First, by requiring preparation, Hai showed that she made use of 
students’ previous knowledge as well as challenged the students to explore new 
knowledge. In addition, Hai said she encouraged students to work in groups to 
exchange their ideas. Such responses generally aligned with what had been observed 
in her class.   
A snapshot, which is representative of how the teaching and learning English 
of the third year class prior to the project, is now presented. The snapshot focuses on 
the preliminary activity before the main lesson activity. 
The content of this preliminary activity consisted of English vocabulary 
associated with a career in tourism. First, Hai asked the students to work in 
groups of six, listing as many jobs in tourism as possible. After three minutes, 
she called a representative from each of the seven groups to write their list of 
words on the front board. Each group produced approximately eight to ten 
words such as: tour guide, operator, waiter, cook or cleaner. Once the 
representatives had finished, Hai gave one minute for the five remaining 
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groups to do a peer-check. Finally, Hai checked the total number of answers 
from each group with all students. She put a tick on the board next to each 
correct answer. For each wrong answer, she questioned the students about the 
spelling and the meaning of the word. Hai used simple classroom instructions 
in giving feedback. For example, she stated “Now, let’s check group two’s 
answers ... They have eight words. First, operator ... Ok [put a tick on the 
right]. Second ....”. However, she used Vietnamese to explain the meaning of 
words denoting certain jobs. Evidence for this can be found when Hai said 
“conference consultant ... good .. nghĩa là gì nhi ̉? [what does it mean?] – ngươ ̀i 
tư vâń tổ chư ́c hội tha ̉o, sư ̣ kiện, tour operator – ngươ ̀i điều hành tour”. 
During this activity, Hai appeared as a facilitator who helped the students to build up 
the learning content. First, the students had an opportunity to use their existing 
knowledge about careers in tourism to talk in their groups and to write responses on 
the board to share with the whole class. Then the students had another opportunity to 
assess the learning before Hai’s engagement in assessment. The students could learn 
more words about careers in tourism through sharing and assessing each other’s 
work. Hai used both English and Vietnamese to explain word meanings. The 
students’ answers were in English. In other words, Hai appeared to have encouraged 
the students to use English as a means to construct their knowledge, which this 
study’s model of autonomy construes as is important to promote LLA. 
Hai Pham’s Understanding of LLA prior to the Project work 
This section starts by presenting Hai’s perceptions of the students’ ability and 
learning attitude. Then Hai’s perceptions of the teacher’s role and of LA in language 
education are analysed.  
Students’ Ability and Learning Attitude 
Hai strongly believed that her current students had the capacity to identify 
their own learning goals. She explained: 
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After I introduced the learning program in the first lesson, most of 
the students showed that they understood the requirements of the 
term such as the language level and the knowledge outcomes of the 
term.  
Goal setting is an important element of the conceptualisation of LLA in this study. 
Hai showed that these students were aware of their learning requirements. They 
therefore needed skills and knowledge to support them to set their own learning 
goals. 
Furthermore, Hai said that her students were able to evaluate their own 
learning progress to some extent. She explained that “the students can identify their 
English level through the progress tests [the teacher devised tests]”. However, 
regarding peer assessment, Hai stated that “only good learners, who are self- 
confident, dare to evaluate their friends’ work”. She estimated that there were only 
about two or three students possessing such qualities in her class. She said:  
The students do not like peer evaluation I think. Probably because 
they are afraid that the teacher may realise their weak points 
through their evaluation or the teacher may base her evaluation on 
the students’ evaluation and give their friends bad marks. 
This response indicates Hai’s view that students’ anxiety and marking may be 
constraints for peer evaluation. In other words, Hai perceived that although the 
students could self-assess their learning progress individually, they were not likely to 
be able to learn by evaluating other students’ work. This perception did not align 
with what was observed from Hai’s teaching practice. The following dialogue, which 
was conducted after the students’ discussion in their groups about their ideal jobs, is 
illustrative. In this dialogue, (E) and (V) are used to denote the use of English and 
Vietnamese. 
       Hai (E):  Now, tell me what job would you like to be, and 
why? 
 Case Study of the Third Year EFL Class 209 
Phuong (E):  I want a tour guide because I have a chance to 
travel, a good salary and opportunity to meet 
people. 
      Hai (E):  Good. Now other students what do you think about 
Phuong’s answer? 
         Class:  [No response] 
      Hai (E):  Now he said ‘I want a tour guide’. Is it correct?  
   Class (E):  Want to be, want to become. 
      Hai (E):  Good. I want to be or I want to become a tour guide. 
                          Now what do you think about his reasons?  
                         [Asked in English then translated in Vietnamese] 
   Class (V):  He has just listed, linked the suggested phrases 
together.  
      Hai (E):  Good. So how do you correct it? 
                         [Hai pointed to Lan] 
             (V):  How will you say it?  
     Lan  (E):  I want to become a tour guide because it is a good 
job. I will have a chance to travel to many places. I 
can earn a lot of money. I can meet a lot people. 
      Hai (E):  Good, good. 
                         Now can you? [Hai pointed to Linh] 
    Linh (E):  I want to become a tour guide because I can flexible 
working hours. I can earn a good salary. I can 
benefits. 
     Hai (E):  OK.  
            (V):  Just pay attention ‘I can’ + ‘a verb’   
            (E):  I can have flexible working hours, not I can flexible 
… understand? 
    Linh (V):  Yes, madam.  
 
In the above, the students performed the task directly while the teacher and other 
students evaluated the student’s response. For example, Hai elicited from Phuong’s 
response, “I want a tour guide”, and asked other students to assess. The class 
answered Hai: “want to be, want to become”. Following this, Hai asked the students 
to give comments on the reasons that Phuong stated for her job option. Hai then 
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continued suggesting the students to correct Phuong’s answer. Hai further provided 
another opportunity to Lan in responding to her question about their job option. She 
also asked Linh to assess Lan’s answer. Their conversation is structured as follows: 
 
Teacher question 
Student answer 
[Teacher calls for evaluation] 
[Student bid to answer (silent)] 
[Teacher nomination] 
Student answer 
[Student evaluates] 
Students or Teacher elaboration 
 
At the beginning, Hai questioned the students, and called for their participation in 
giving feedback. At the end, Hai provided an opportunity for the students to 
elaborate the answers. She also engaged in further elaboration. It can be seen that the 
students could assess others’ work. They could learn such structures as “want to be” 
or “want to become” or “I can + a verb” through feedback from both Hai and their 
peers. Giving feedback is formative assessment. It is apparent that students are able 
to learn from each other which is counter to Hai’s view. While Hai’s perceptions 
indicate that the students could not learn much through peer-assessment because of 
their low level of English proficiency and marking influence, her teaching practice in 
terms of assessment show that the students’ language learning was achieved. 
  Hai spoke positively of the students’ learning attitude. She reported:  
There’s no need for me to ask this class to prepare the words [that 
they are going to meet in the lesson] ... The students do that 
themselves; I don’t have to urge them to do it. I’m very glad that 
before the course the students come to ask me about the textbook, the 
main learning content, what they should do for preparation, any 
other materials they need to prepare.  
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From Hai’s view, the students in this third year class possessed attitudes of 
responsibility, which are considered an essential element of LLA. That is, they were 
aware of their responsibility [preparing the words, the textbook, and other learning 
content] and they accepted that responsibility [come to ask the teacher about 
preparation work].   
The Teacher’s Role 
 In terms of the teacher’s role, Hai asserted that students could not learn 
without teachers. She said “Sinh viên không thế học mà không cần giáo viên- bắt 
buộc phải có giáo viên – Students are not able to learn without teachers – there must 
be teachers”. Particularly, according to Hai, students needed teachers to learn in 
class; outside class students could contact teachers via emails to ask about any 
difficult issues that they did not understand. Hai also emphasised that for students in 
this third year class, the teacher’s job was to allocate the tasks only; there was no 
need to remind or urge the students to do such tasks.   
Hai apparently perceived that the teachers were responsible for delivering the 
tasks; the students were responsible for implementing such learning tasks. During the 
implementation, students could question teachers for clarification. These actions all 
belonged to the implementation stage of a project and work towards achievement of 
the learning goals. It will be recalled from Hai’s previous response that: 
After I introduced the learning program in the first lesson, most of 
the students showed that they understood the requirements of the 
term such as the language level and the knowledge outcomes of the 
term.  
According to this, the learning program that Hai mentioned was predetermined 
including “the requirements of the term such as the language level and the 
knowledge outcomes of the term”. It may explain why Hai perceived her 
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responsibility as implementing predetermined content to meet the program 
requirements. In other words, the procedure of syllabus design in the Vietnamese 
higher context may make it hard for the teacher to identify their responsibilities other 
than implementation.  
Hai Pham’s Perceptions of LLA prior to the Project work 
Hai Pham described her understanding of LLA by using such terms as 
“active, positive, creative, and scientific”. She also gave one example to illustrate. 
The following extract, which is in both Vietnamese and English, provides her 
response to the question of how she understands the term LLA.  
Interviewer:  Cô hiểu tự chủ của người học như thế nào, cụ thể 
hơn là trong học ngoại ngữ? 
             Hai:  Tự chủ là sinh viên có cách học chủ động, tích 
cực,sáng tạo, khoa học. 
Interviewer: Chủ động được thể hiện như thế nào? 
             Hai:  Ví dụ khi giáo viên yêu cầu sinh viên liệt kể jobs 
trong tourism thì sinh viên đã chủ động làm trong 
nhóm liệt kê ngành nghề công việc, đưa lý do vì sao 
chọn ngành nghề đó chưa cần cô cung cấp gợi mở. 
 
Interviewer:  How do you interpret LA, particularly in EFL 
education? 
             Hai:  LA means learners conduct their learning in an 
active, positive, creative, and scientific way. 
Interviewer:  How can we understand “active”? 
             Hai:  For example, when the teacher asked the students to 
list jobs in tourism, they worked actively in their 
groups listing the careers, giving reasons why they 
chose the career without waiting for the teacher’s 
suggestions. 
It can be seen that Hai defined LLA with regard to learning attributes. Her 
interpretation and several aspects of the “new” teaching methods required by the 
Vietnamese government can be considered as overlapping. The example illustrated 
by Hai for her understanding of “active” indicates that students worked positively in 
 Case Study of the Third Year EFL Class 213 
groups to complete the tasks without teachers. Hai’s interpretation of LLA focuses 
on the learners’ attitudes and their ability to implement tasks without teachers. This 
is interesting because Hai stated earlier that “there must be teachers” [in the learning 
process]. Consistent with this, Hai did not represent the role of the teacher as that of 
“mediator”; in her view, the teacher’s role was not to support the students to solve 
the problems of their learning. It seems that Hai viewed the teacher’s job as 
allocating the tasks, and active or autonomous learners could self-direct these tasks. 
Hai Pham’s English Pedagogic Practice during the Project work 
Hai justified the project as “suitable” and “implementable” for her students. 
She stated: 
The benefit of the project work is that the students have an 
opportunity to create their own products. While working for the 
project, the students develop not only English skills but also others 
such as IT, presentation, information researching ... I think such a 
project is really useful and should be conducted more often.   
Hai perceived that project work should be a component of the core syllabus. She 
explained:  
The syllabus should be based on the textbook in order to be 
systematic and logical. We can include projects of similar topics. 
For example, the project work we’ve done has the same topic as the 
one in our current syllabus so we can use it instead of the learning 
content currently specified to enable students to develop their 
independence on learning. For any theory or knowledge requiring 
teacher presentation or lecture, we still have to follow the textbook. 
Hai’s responses indicate that she supported the project work. She believed that the 
project work helped her students develop autonomous learning to some extent. For 
example, the students were able to decide the content, the language, and the task 
allocation. The teacher did not have to urge them to work. A snapshot is now 
presented to depict Hai’s teaching approach during the project.  
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This snapshot represents the goal setting and planning stages of the 
project. After Hai Pham announced the project to the whole class, the students 
began talking with each other; three of them asked questions of Hai. Most of 
them asked in English. Here is an extract to illustrate the level of exchange, of 
which (E) and (V) indicate the use of English and Vietnamese in the dialogue: 
       Hai (E):  For the next few lessons, we are going to do a 
project - A famous city.  
     Long (V):  When will we need to complete, madam?  
       Hai (E):  We will discuss together 
    Hang (E):  Where to show it, madam?  
Phuong (E):  How long for each presentation, madam? 
      Hai (E):  We’ll present in our class, each for about 8 – 
10 minutes, OK? 
             (V):  Now I’ll show you an example 
             (E):  It is a guidebook of Vietnam 
 
From the students’ responses, it appears that they were interested in the 
topic that the teacher raised. Furthermore, the students showed their 
confidence in using English to ask certain simple questions. 
The main part of the snapshot started when Hai Pham scaffolded the 
project for the students. First, Hai showed a guidebook of Vietnam and asked 
the students to pay attention to the pictures and read the words following 
each picture. The students formed their own groups of six. They scanned the 
pictures and the illustrative words. They then exchanged their pictures with 
other groups. Hai went round and noted on paper the students’ general 
comments on each picture. The students used mostly Vietnamese. Following is 
a note from Hai: 
Group one: Location and population 
Group two: Beauty spots 
Group three: Presenters - tasks 
After about seven minutes, Hai explained to the students that they were 
about to conduct a similar tour guide project. She instructed the students in 
Vietnamese: “In your group, discuss with each other, and decide which places 
you want to talk about in your project, then tell me and other class members”. 
While the students discussed, Hai walked around the class. She stopped at each 
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group to ask about progress and what they had decided their final products 
would be. Where students were hesitant, she offered further advice and 
encouragement. For example, Hai asked one group in Vietnamese: “Have you 
decided the product? .... Ok ... continue to discuss, please”. Turning to the 
other group, Hai said: 
I heard that you are wondering whether to show your product in 
slides or in a guidebook?  ... Please think of the advantages of each 
type and your strengths in designing slides or a guidebook.   
After five minutes, Hai clapped her hands and called the students’ attention 
back to the guidebook of Vietnam. She instructed the students in English first, 
following by a Vietnamese translation: “Now, everybody, read the word 
expressions following each picture carefully. Can you identify their general 
characteristics?” Hai then went to each group and worked with the students to 
find out the language structures in each expression and the organisation of the 
guidebook. Here is an example of the dialogue between Hai and one group of 
students: 
                   Hai (E):  What is the first section about? 
                Xuan (E):  Vietnam background, madam. 
                   Hai (V):  Ok. When they talked about the 
background of Vietnam, how many topics 
did they address?  
Phong & Hanh (E): I think three.  ...... about location, geographic 
characteristics and economy, .....uh oh... 
currency. 
         Hai (V):  Good. Continue to work on the language 
instructions on each slide. I will return and 
work with you later. 
Hai moved to another group and asked similar questions. She followed 
up with questions in Vietnamese to get the students’ comments on the 
language expressions of the sample guidebook such as:  
“Do you see whether they used full sentences or phrases?” 
“What tenses did they use, present simple, future simple or any others?” 
“What phrases did they use, noun phrases, verb phrases or...?” 
Working with another group, Hai said “see the way they divided tasks 
for each member? .... Now tell me ... how are you planning to divide the tasks 
for your project?” The students then discussed and assigned tasks for each 
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group member as is evident from the following dialogue, which was translated 
from Vietnamese (V): 
                Nam (V):  Ok, our group will talk about Hue. 
               Hong (V):  Hang on ... will we design a guidebook or a 
slideshow or a video? 
             Others (V):  Slideshow ... it’s simpler ... 
               Hong (V):  Agree ... slideshow presentation for about 
seven minutes 
             Phong (V):  I think we need to search for the 
information, first 
Nam & Hong (V): There are three parts. We will divide these up 
equally ... 
During this activity, the students had a discussion in their groups, and the 
teacher acted as a facilitator. Hai’s teaching approach included most aspects of a 
constructivist perspective of teaching and learning as stated in this study’s theoretical 
framework. First, regarding grouping, the learning was organised in small groups. In 
terms of learning content, it involved the use of primary sources of materials such as 
a guidebook, which were not derived from the textbook. The teacher sought students’ 
understanding by questioning and supported students to elaborate their own 
knowledge. However, in terms of language use, the teacher still used a lot of 
Vietnamese rather than English for explanation. More evidence about the use of 
Vietnamese rather than English can be found through the second observation session 
during the project when the third year students had class time for the implementation 
stage. The students often asked Hai questions relating to language expressions, and 
the structure of their presentation in Vietnamese. For example, one student in one 
group said “Madam, please have a look at our group’s outcome. This is the outline 
.... we plan to say ... [the students explained and showed their work simultaneously to 
Hai]”. Another student in another group requested “Madam, please see this sentence 
for us ... is it correct?” Only when the students presented their products was English 
used as a means of performance in their classroom.  It seems that Hai identified 
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English as a goal of the EFL learning. However, she did not show her encouragement 
to maximise the use of English in the course of her explanations or student 
discussion. 
Hai Pham’s Understanding of LLA following the Project work 
 Responses from Hai were grouped into talk about: (1) students’ ability and 
their learning attitude; (2) the teacher’s role; and (3) Hai’s perceptions of LLA. 
These three groups of ideas also inform the organisation for this section. 
Students’ Ability and Learning Attitude 
 Concerning student ability, Hai said that her students could define who, what 
and how to make their presentations. Hai also believed that the students could 
allocate tasks for each group member appropriately. She spoke positively of her 
students’ ability to decide what should be included in their project and their ability to 
ask questions for clarification. She reported: “The students ask me to give comments 
about their preparation work, whether their draft is OK or not”. Hai commented on 
the fact that all the students decided to use English for their presentations. She 
interpreted this as evidence that the students understood that they needed to use 
English to enhance their English language development. In addition, Hai perceived 
that the third year students had the ability to ask questions for clarification. She 
regarded this as a way the students showed active engagement in their learning. Hai’s 
reflections about the students’ ability mainly focus on how the students implemented 
the project. That is, they decided the content, allocated tasks, and asked questions for 
clarification. The students also decided on the language they would use to present 
their products. Skills in implementing tasks and use of English for presentation are 
identified as important elements of the conceptualisation of LLA for this study. 
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Furthermore, Hai asserted that the project work motivated her students to 
learn. She said, “They like the project work; they are really interested in doing it”. In 
other words, project work meets the students’ learning needs and interests. They may 
therefore be willing to engage in carrying out their learning tasks. 
The Teacher’s Role 
Hai described her role in the project as “to make an outline”, “to give 
requirements”, and “to guide”. She said that she set the requirements for each week 
and then expected the students to fulfil them. It is her belief that the students’ results 
depended mainly on how much effort they put into their work and the teacher’s 
comments of such work. It appears that Hai perceived her responsibilities involved 
setting goals [to give requirements], planning [to make an outline], and implementing 
[to guide, to give comments]. The students could share responsibilities in terms of 
planning [to set the outlines with the teacher] and implementation [to carry out their 
work and act on the teachers’ comments]. More evidence can be found through Hai’s 
report as follows: 
We have set the outlines so I require them to follow the outlines. 
They can create more on their own. However, I find their creativity 
limited. For example, I see only group one added some extra 
information; others only followed what I guided them to do. 
Hai perceived “outlines” as a fixed plan that involved necessary activities for average 
students to do in order to meet the goals. As a result, “creativity” was seen to be 
evident in “extra information” that the students created or added to that outline. This 
may explain Hai’s assessment that she found the students’ creativity limited. Hai’s 
reflections aligned with the teaching practice observed during the project in her class. 
For example, Hai spent time in class on the implementation stage of the project; the 
students brought what they were doing to class to get the teacher’s comments. Hai 
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first let the students talk more about their work. She walked around the room to 
observe. After about twenty five minutes, Hai interrupted the students’ discussion by 
giving a comment in Vietnamese based on her observations of all groups:  
Now everybody, after walking round and seeing your work, I realise 
that there are two points you need to consider. First, I would like 
you to look at an example from group one’s production.  
Hai then showed two slides from the power point presentation of one group. She 
stopped at the first slide and asked the whole class to pay attention to where to 
display their pictures, and where to place the words. Following that Hai drew the 
students’ attention to the structures of their language expressions. She suggested to 
the students that the information should be rich, but expressed in short phrases rather 
than full sentences. Hai instructed the students mostly in Vietnamese for about seven 
minutes. There were almost no responses from the students to her comments and 
suggestions. 
Another piece of evidence can also be found when the students presented 
their products. Groups two, three, and four each had three to four presenters at the 
front of the room. They divided their presentations into three or four parts with each 
presenter being responsible for one turn. However, each presenter read his or her 
contribution from papers without paying any attention to the audience. Only group 
one performed differently from the other three groups. First, they showed a short clip 
in which each group member introduced him/herself. Then they took turns to present 
using a variety of verbal and body language modes to illustrate the images on the 
screen. For example, when one presenter forgot what to say, he shrugged his 
shoulders and turned the listeners’ attention to the slide; he then read the illustrative 
words. The bell rang right after this presentation, leaving no time for discussion or 
questions from the audience. It appeared that despite the original intentions, there 
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was no oral or written feedback from either the teacher or other students and neither 
did the students appear to write any comments on the pre-prepared evaluation sheets. 
In responding to my question about whether Hai should guide less to let the 
students produce more diversified outcomes, Hai replied that she doubted her 
students’ language capacity to produce different kinds of presentations on their own. 
According to her, “This class of students works hard, but their language capacity is 
generally weak. It is really hard to ask for creativity without much guidance from the 
teacher”. Hai seemed to regard the degree of language proficiency and creativity as 
overlapping. 
However, a question about teaching methods for similar language projects 
produced some inconsistent responses. Hai said:  
I think [whether teachers should guide more or less to conduct 
similar projects]... really depends on the students. If the students are 
weak, then we need to guide more to reach our goals. In some 
classes, the students are hard-working but not very creative; in 
others, the students’ English level is not exactly good but they are 
creative. I think the amount of teacher guidance depends on the 
goals. The students may be off track with less guidance.  
Such responses suggest that Hai perceived the teacher’s role as that of goal 
determiner; and teaching methods were determined by the learning goals and the 
students’ personal characteristics. This is exemplified through the following: 
Hai:  Cái tính sáng tạo là do nhanh nhạy của sinh viên. Có những sinh 
viên mình không cần nói nó hiểu, có những sinh viên mình 
không nói nó không biết. Em nghĩ là độ nhanh nhạy của sinh 
viên 
 
Hai: The creativity comes from the students’ intelligence. Some 
students have ability to understand without much explanation; 
some others don’t. I think it is the intelligence. 
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It can be seen that Hai believed creativity aligned with “độ nhanh nhạy”/ 
intelligence, which might carry a sense of an in-born capacity in the Vietnamese 
language. Hai continued by stressing that teachers should be entirely responsible for 
the learning content. She used descriptors such as “food for thought only” with 
regard to the students’ ideas, and “decision-maker” to describe the teacher’s 
responsibility. She explained: 
I think students’ ideas are food for thought; teachers are decision 
makers. The main reason is because in terms of the textbook students 
have no experience, have not yet learnt over; they haven’t had 
enough conditions to explore and to assess whether that textbook is 
good or bad. Meanwhile, teachers have time for preparation. 
Therefore, students’ ideas are only food for thought; we should not 
listen to them and change the syllabus immediately. 
Hai viewed the main source of learning content as the textbook. She thought that the 
students might not comment or give ideas about the textbook because they did not 
have experience about it. This textbook-based syllabus in the Vietnamese higher 
education context appears to make it hard for the teachers to realise and accept the 
students’ involvement in such content. 
Hai further stated that the teachers had already known the goals and 
objectives of the whole course. She suggested that before deciding whether or not to 
use any extra activities, teachers should think carefully about the goals of the 
activities, and whether they were for fun or for language achievement. Hai tended to 
focus on the latter purpose rather than the former since she reasoned that the learning 
results were much more important than other elements such as students’ motivation 
or participation in the activities.  
Hai: I think ... teachers have already had goals and objectives of the 
course they are about to teach. It is necessary to think about the 
objectives of the additional activities. For example, if the activities 
only serve the purposes of motivating students’ participation or 
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joyfulness, they should be used outside class. If they are used inside 
class, I think there is not much language achievement. 
This statement confirmed Hai’s perceptions that the teachers were responsible for 
choosing the activities to meet predetermined goals and objectives. In other words, 
the teachers’ responsibilities focus on implementing syllabus content. This again 
confirms that the procedure of syllabus design in the Vietnamese education context 
makes it hard for the teachers to identify other responsibilities than implementation 
of pre-specified learning content.  
In terms of responsibility for evaluating learning progress and achievement, 
Hai clarified that it was the teacher’s job to decide the tests. However, she still 
provided her students with some options in choosing their progress tests [the teacher 
devised tests]. She said, “My students can choose the types of progress tests [written 
or oral] in class as they desire, but not the final exam”. Similar to the teacher of the 
second year class, Hai also believed that tests and exams play a decisive role to 
measure the students’ learning progress. This exam-oriented approach could 
contribute to the difficulties for the development of LLA.   
Hai Pham’s Perceptions of LLA following the Project work  
Hai said that her understanding of LA in the second round of interviews 
remained the same as in the first round. That is “LA means learners conduct their 
learning in an active, positive, creative, and scientific way”. She used descriptors 
such as “intelligence” (sự nhanh nhạy), “good learning attitude”, “ability/ capacity” 
(khả năng) to add more into her interpretation of LA. She explained that capacity was 
a very important element of LA: “Limited capacity will restrict autonomy and 
creativity”. Hai took one example from her own experience to illustrate the 
relationship between limited capacity and autonomy. She said:  
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When I did one subject in my MA course, I was highly motivated at 
first, but while doing the task I realised that it was beyond my 
capacity. The more I explored it, the less able I was to meet the 
requirements to complete the task.  
Hai stated that in her case she still needed to complete the task because it was 
assigned by her group; if she did not do it, she might lose face with her classmates. 
Such behaviour confirmed the characteristics of Confucius Heritage Culture (CHC) 
learners who do not want other learners to laugh at them or at their mistakes 
(Cortazzi and Jin, 1996). 
Hai gave a further example of the relationship between capacity and 
autonomy. She reported: 
For the testing module [of my MA course], I was allocated to 
design a test. I didn’t know how to do it in spite of having a load of 
materials. I still had to try my best to submit my work to my group 
leader by the due date; otherwise, it might affect the whole group. I 
thought it was simple and I was able to do it at the beginning 
[because of having many materials], but then it wasn’t, [I found it] 
very difficult [because of lacking ability] ... At that time I wished I 
had my teacher to help. I also asked my friends, and other previous 
students. I find it is true that if I had more capacity or ability (khả 
năng), I could have dealt with it easier, I could have done better. 
At the beginning, Hai thought if she had many materials then she was able to 
complete the task (designing a test) that she was assigned to do. However, later she 
found that what she needed to fulfil the task was ability/ capacity. She stated that she 
needed support from their teachers and discussion with their friends to help her when 
being challenged by a need for higher level of background knowledge. She regarded 
the reason for this as her limited capacity which might carry the spirit of something 
being inherent in the Vietnamese language. It will be recalled from the previous 
section about the teacher’s role, Hai also mentioned “intelligence” (sự nhanh nhạy) 
and “creativity” (sự sáng tạo) as in-born capacity or ability (khả năng). Hai’s addition 
of capacity as a descriptor of LA can be interpreted as meaning that she perceived 
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autonomous learners possess attitudes to responsibility and in-born capacity or 
ability to self-direct their learning without teachers.  
This belief led Hai to doubt the value of either self-directed learning or 
motivation on the language learning effectiveness of her students. According to Hai, 
students have not been familiarised with the concept of independent learning since an 
early age. Hai said: 
đối tượng như bây giờ để sinh viên tự tìm tòi, tự học thì em nghĩ là sẽ 
có kết quả kém hơn là giáo viên hướng dẫn vì chắc chắn các em không 
học nhiều. Nên em nghĩ là mình phải kết hợp cả hai. Cô vẫn phải 
giảng, vẫn phải day cho bài tập về nhà nhưng bên cạnh đó xen kẽ các 
hoạt động để sinh viên hình thành thêm cái tính chủ động thôi. Vì sinh 
viên từ lúc sinh ra đến giờ chưa có tính chủ động. Nên ngay lập tức 
không có được mà chỉ là hình thành thôi. 
In my opinion, for our current students if we let them self-explore, 
self-direct their learning, the results may be worse than our 
traditional teaching because they will not learn much. I think we 
should coordinate both teaching methods. The teachers still teach and 
give students homework in addition to several activities like the 
projects so as to build up the activeness of students. Our students have 
not been independent since they were born. Therefore, we can only 
help them to build up and develop, not to possess the activeness 
immediately.  
Hai’s response indicates that students, who have good background knowledge, who 
have capacity are autonomous, and therefore, will be able to conduct their learning 
on their own. Those students, who do not have such capacity, will require much 
greater guidance from teachers. It can be inferred that for Hai the more autonomous 
the students become the less teacher support they need. This response seems to imply 
a social basis for independence. Another piece of evidence is as follow: 
It is true that [for the two groups of student] one group, who don’t 
need much guidance, already have [in-born]ability to direct their 
learning, the other still need more support to improve gradually (Hai).  
According to Hai, students having limited ability needed greater guidance to help 
them develop their LA gradually. Their learning results would improve because of 
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the important role of teachers to help them develop LA. That is, developing LA was 
very important to the learning success of students. Meanwhile, students having 
ability to work on their own did not need teacher support. Interestingly, there were 
considerable differences between Hai’s interpretation of the term and that of her 
students. I now move to analyse the voice of the students. 
The Third Year Students’ Responses 
 This section analyses data from classroom observations and interviews with 
the third year students in terms of: (1) their experience of English learning prior to 
the project; (2) their understanding of LLA prior to the project; (3) their English 
learning experience during the project; and (4) their understanding of LLA following 
the project. Each of these points of analysis is now presented in turn. 
The Third Year Students’ Experience of English Learning prior to the Project work  
The students reflected on their learning experience inside and outside class 
which included such work as preparation, or meeting and talking with foreigners in 
English. Phong reported:   
The teacher usually hands out the English schedule for the whole 
term. Therefore, we know what to prepare. Then we will divide the 
workload and decide who is to conduct the preparation. When we 
learned general English in terms one and two, there was time for 
excursions. During such time, we had opportunities to meet and talk 
with foreigners. The people we spoke to corrected our English so it 
was easy to remember. We learned a lot after that. 
The English schedule that this student mentioned is a requirement of all English 
teachers and must be completed before the course starts according to the faculty’s 
regulation. Each schedule is to include the information about the main learning 
content for each lesson, the specific time frame, the students’ tasks before and after 
class, and the core books as well as the supplementary materials, and the assessment 
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and evaluation criteria. The general English program for the first and the second year 
students requires at least one excursion each semester, which is usually conducted at 
a place of tourist interest. The aim is to provide the students with chances to speak 
English with foreign tourists. Furthermore, students can also themselves act as tour 
guides and visitors and speak in English about the place. This is also an opportunity 
for the teacher and students to enjoy sightseeing and relaxing while still learning 
English. For the third year English syllabus, the space for excursions is optional. 
Teachers can develop the appropriate extra activities or excursions in accordance 
with student majors such as business, tourism, or IT. It is necessary for all teachers to 
get their schedules approved by the faculty. The students are to get copies of the 
approved schedule along with the teacher’s guideline about components of the 
schedule at their first meeting of the English course, which suggest that the learning 
content of the first lesson is entirely the teachers’ responsibility. From the second 
lesson onward, however, this responsibility may be shared by the students [as 
outlined in the schedule]. 
Responses from the third year students show that they might meet the teacher 
before their first lesson to receive the schedule. There was consensus that several 
students had conducted preparation, for example by looking up the new words or 
searching for some information relating to the topic of the lesson, before their first 
class. The remaining tasks (as outlined from the schedule) were divided amongst the 
students themselves from the second lesson onward. Students used descriptors such 
as “có tinh thần thì chuẩn bị trước - be willing to prepare” to indicate that some of 
them prepared the first lesson without any requirements from the teacher. The 
students also explained the importance of preparation before class time for their 
learning. According to Hong, “Class time learning is limited. We cannot catch up 
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with the content quickly. If we prepare for the lessons, it will be easier for us to 
understand”. Such data confirm that preparatory exchange of ideas is seen to promote 
Vietnamese students’ learning (Tomlinson & Dat, 2004).  
There was agreement that the teacher usually asked them to work in groups. 
The number of group members depended on the different lessons. The students also 
spoke positively of Hai’s teaching methods. For example, Phuc said “The teacher lets 
us think, explore ways of language expressions by ourselves so as it is really 
effective”. Phong added “The teacher lets us speak a lot. I like her teaching 
methods”. However, Thu claimed that there was one point that she did not like. Thu 
said “it is so boring when she let us read the new words, then repeat, and note down 
their meanings”. It appears that the students supported Hai’s teaching methods which 
provided them with opportunities to interact in groups, and hence improve their 
English. In terms of the language instruction, there was agreement that Hai used both 
English and Vietnamese during their lessons. The students explained that the use of 
Vietnamese appeared only in complicated situations such as explication of grammar 
points or word meanings and enabled easier comprehension. Such reflection also 
aligned with what was observed during class. That is, Hai’s pedagogic approach 
carries more aspects of constructivism to foster LLA than those of Anh and Ly. 
Outside class, the students learned English in different ways. Thu often 
learned English alone at home. She did not have any plan and her learning was 
mostly vocabulary and grammar. 
Thu: I have not got a specific plan for my English studying ... [I]only 
[learn] when I have free time ... I usually learn English vocabulary 
and grammar on Monday. I note all the grammar structures I learn 
in a week in a notebook.  
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Hong also spent nearly two hours every day learning grammar and vocabulary. She 
spent one further hour on listening practice. She said that at home she usually worked 
individually. In addition, she also took a private English course. She explained:  
The class is not too crowded; the teacher is enthusiastic; he takes 
care of almost every student. The facility is good, there is a big T.V, 
and we learn from the video.  
Hong also emphasised the importance of tự học/self-studying or self-instruction: 
Bản thân em có học thêm ở trung tâm, nhưng đa phần tự học.  Vì khi 
có đi học thêm ở trung tâm mà về nhà không tự học thì kiến thức 
cũng mai một hết ạ. 
I take a private English class, but most of my learning is self –
studying or self-instructing. For me, your English knowledge 
depends on whether you practise by yourself or not rather than 
whatever course you take.  
She also added that even though she could comprehend the lessons in class, she 
might easily forget without practising at home. Hong mentioned elements of the 
learning environment that she appreciated, including visual aids, enthusiastic 
teachers, and a low number of students per class. These elements apparently 
facilitated Hong’s learning. Furthermore, Hong also indicated the importance of self-
studying or self-instructing. In summary, Hong regarded self-studying or self-
instructing as a way to revise the knowledge that she was taught during class.  
Meanwhile, Phong said that he spent two hours a day learning English, but not very 
often. He usually worked with his computer alone at home:  
I watch and listen to videos online. I download exercises from free 
websites. I also do exercises in books .... On Saturdays or Sundays, I 
sometimes go on excursions. I search for opportunities to talk with 
foreigners there.  
Only Phuc did not mention how he conducted his English learning outside class. It 
may be because he said he regarded himself as still “lazy” in learning English. 
Responses from the students about their learning outside class show that apart from 
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the preparation required from the English schedule, most of the students learnt on 
their own without much clear plan or direction. Their learning was mainly on 
speaking and listening activities which indicated their demand for English 
communication. 
The Third Year Students’ Understanding of LLA prior to the Project work 
The section starts by analysing data about the students’ ability and their 
learning attitude. After that, analysis of data about the teacher’s role and definition of 
learner autonomy will be presented. 
Students’ Ability and Learning Attitude 
The third year students showed that they could identify both strengths and 
weaknesses in their English learning. Two students discussed their difficulties. For 
example, Thu claimed that there were many new words. In addition, she said:  
Our class is mixed in ability. Only those who are good at English 
dare to speak, the rest are really afraid of speaking; if the teacher 
doesn’t point at them, they will never say anything in English.   
Phong used “learning strategies” to describe what he found hard about conducting 
his English learning. He explained that the reason he felt his learning was not 
effective enough was that he did not know how to learn appropriately by himself. In 
contrast, Hong was aware of her strengths in learning English. She apparently did not 
meet any difficulties in comprehending the English lessons. She stated “I find myself 
possessing the innate ability to learn English so I can learn relatively fast in the 
class”. Meanwhile, Phuc used the descriptor “being lazy” to talk about his English 
learning attitude. Phuc implied that his weakness in learning English at present was 
his attitude to learning by himself, not the difficulty of the language. These responses 
from the students indicate that the students could identify their learning needs, which 
is considered a foundation characteristic of LLA. These responses further indicate 
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that most of the students were aware of their responsibility for their own learning. 
Such learning attitude was an important element for the development of LLA. 
The students show that they could decide on their learning materials outside 
class. According to the students, they usually bought books themselves, and their 
option was other textbooks at the same level as the one used in class. They also 
searched for free web pages to do English exercises. For example, 
In class we learn book one and two. Then I buy book three myself. I 
do all the grammar exercises there. I buy CDs to practise listening. I 
also learn online at some free pages (Hong).  
Besides the textbook, I also use other books that I find myself. I think 
the teachers are too busy to introduce us to materials. I learn online, 
too. There are the websites that provide us several free trials, then if 
we want to use them, we need to buy their accounts (Phong).  
In addition, Thu said that she found reference books herself. There were many kinds 
of grammar books, so she only bought those which were appropriate to her. At the 
moment, she used only one book at home which was really interesting; she acquired 
a copy from a friend. She also said that she sometimes learned online. For example, 
she listened to lectures on You-tube about hotels and hospitality, grammar structures, 
and the like. She did not have her own computer so she needed to go to an internet 
cafe near her house when she wanted to learn online. The students stated that 
“there’re many different kinds of materials and we find it hard to decide on the 
appropriate ones”. Constructivist teachers are encouraged to introduce students to 
learning materials. Although the students could find the learning materials outside 
the textbook on their own, there is likely a consideration for the teacher in terms of 
the necessity to support the students with knowledge to decide on appropriate 
materials and skills to explore these materials.  
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When the third year students were asked about their ability to evaluate their 
own learning achievement and progress, they revealed that they could give peer 
evaluation at a certain level of accuracy. However, they emphasised the necessity to 
check with the teacher’s answers. The following are some illustrative responses: 
          Phong:  I think we can give comments to each other, but 
sometimes we ourselves can’t justify whether it is 
correct or not to give comments. 
              Thu:  I would like to get feedback both from the teacher 
and my friends. I think friends’ feedback is food for 
thought only, the teacher’s feedback is correct 
because she has experience. 
            Hong:  I think students can give peer evaluation; however, 
there are cases that we are not able to justify 
ourselves whether it is right or wrong. The teacher 
is more objective [than friends]. I believe friends’ 
evaluation is OK but ... not as good as teachers. 
The students showed that they accepted both student-led and teacher-led evaluation. 
They also recognised the usefulness of getting feedback on their learning progress. 
From a constructivist view, through reflections teachers and students have an 
opportunity to revise and plan for their learning. It is also an important element of 
LLA. 
Most of the third year students stated their goals for English learning, but in a 
very general sense. For example, responses from Phong and Phuc showed that their 
objective was to be able to communicate with foreigners in English, but they could 
not explain any specific actions they took to achieve such objectives. Meanwhile, 
instead of talking about whether she had set up any objectives for her studying, Thu 
talked about her timetable of what to learn, grammar or vocabulary, and when to 
learn. She was aware that she should follow the plan she had set herself but 
confessed that she could not.  She explained that the main reason for this was that she 
had to learn subjects other than English. There was one student, Hong, who took the 
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final term marks as her study goals. However, she did not clearly define what she 
thought she should do to achieve her expected marks. 
Interviewer:  Can you tell me the purposes of your English study? 
          Hong:  I always have a goal. My goal is mark nine [of the 
mark ten rating scale]. It is a bit stressful but it 
forces me to learn. 
Interviewer:  Have you got a specific plan to achieve your goal? 
          Hong:  [No answer. Quiet]. 
Interviewer:  Have you known the requirements of this semester? 
          Hong:  No, I haven’t. 
Interviewer:  What are you going to do to get mark nine for this 
semester? 
          Hong:  Am uh... 
Hong’s response indicates that she considered marking as her goal and motivation to 
learn. However, she did not set plan to achieve this goal. In summary, these third 
year students had a sense about goal setting, which is considered another important 
element of LLA (Fried-Booth, 2002). However, their responses showed that they 
needed support to set more specific goals and plans to achieve such goals in order to 
learn effectively.  
The Teacher’s Role 
Most of the third year students’ responses showed that the students identified 
the teacher as a supporter of their learning. For example, although the students said 
they could decide the learning materials, they still valued the role of the teacher. 
Phong said “I think teachers should guide us in obtaining learning resources. I am 
willing to buy them if I know the appropriate materials”.  Similarly, Thu added “I 
think the materials introduced by teachers will be more useful than what we find 
ourselves, because teachers are more qualified than us”. Such perception paralleled  
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the constructivist perception that teachers need to introduce students to appropriate 
learning materials. 
Regarding students’ engagement in tasks, the students also emphasised the 
role of teachers to encourage and motivate them to learn. 
 If the teacher is involved in the excursions, our learning attitude will 
be different. The whole group has to participate to prepare, and we 
will learn a lot during that preparation (Hong).  
We are more motivated when the teacher can go with us on the 
excursions. There may or may not be any journeys if we conduct them 
by ourselves when we like. There will be a journey if there is the 
teacher’s involvement. Everybody will have to prepare for the 
journey. We find the journey more effective once we have preparation 
for it (Phuc). 
These responses indicate that the teacher was recognised as a facilitator to the 
students’ learning attitude. The students were aware of their roles in the centre of the 
learning process. Such attitude of learner-centeredness is highlighted in 
constructivism.  
The Third Year Students’ Perceptions of LLA prior to the Project work 
Similar to the students of the other two cases, the third year students were 
also asked about their ideal English learning environment. The aims are to explore 
the students’ preferences for enhancing their English learning. Through the lens of 
constructivist theory, data for these expressions can be interpreted as an approach to 
foster LLA and language achievement. 
Concerning the learning materials and resources, there was agreement that the 
students like learning with visual aids and images. For example, Phong said “In class 
I think there should be more visual aids ... to learn with photos”. Thu added “I prefer 
to learn with projectors; it is easier to understand the lessons through images”. Such 
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materials as visual aids, photos or images are considered raw data that can stimulate 
the students’ interest in the topic according to constructivism.  
Regarding types of learning activities, most of the students said they 
preferred listening and speaking activities during class. To illustrate: 
I like presentation tasks. I think it will be easy to learn words in 
context. Word games are an interesting way to test students’ word 
memorisation. For example choosing a card with a word in 
Vietnamese then our task is to speak it in English and vice versa 
(Thu). 
 I believe that creating opportunity to give responses is the most 
attractive way to learn (Phuc).  
It can be seen that the students wanted communicative learning activities that 
provided them with opportunities to interact in English. This demand was quite 
similar to that of many students of the other two classes and it also carried aspects of 
the constructivist approach to promote LLA. Further evidence can be found through 
the students’ preference when going on excursions. For example: 
Hong:  I want to go on excursions. Learning with foreigners is 
effective, especially learning pronunciation. I think we can 
learn more while going out like that. 
Phuc:  I want to go on excursions, too. The excursions should be 
more frequent rather than at the end of the terms. 
These responses again confirmed that the students preferred communication in which 
they were able to use their English.   
Regarding the question as to how the teachers could help them to learn 
English better, most of the students’ ideas related to learning strategies. For example:  
I want the teacher to guide us in how to learn because she has more 
experience, she has her effective learning strategies. If she shares 
them with us, we will work out to find our own ways to suit us 
(Phong). 
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One student even wanted to get more instruction and feedback from the teacher. She 
stated:  
Our English is not very good, I prefer the teacher to pay attention to 
each of us; she may explain the lessons deeply, give us feedback and 
correction in time so that we can memorise [corrections to the 
errors] and remember the lesson longer (Thu).  
This student preferred to be checked on understanding and to receive feedback right 
away. She could then learn from the errors she made. This reflection is similar to 
those of some other first year students and aligns with constructivism because 
teacher-led assessment is considered a useful way to foster LLA. 
In responding to the question about who they liked to assess their work, 
students generally said that they preferred teacher-led rather than student-led 
assessment. Although students said they accepted friends’ assessment, they wanted 
teachers to give the final judgement. 
 I want both my friends and the teacher to give us comments. Friends 
can give us additional ideas. Teachers can give us correct answers 
because they have experience (Phong).  
Students are not qualified enough to give evaluation to each other. 
Teachers are more objective (Phuc).   
Interestingly, the students did not consider marking as the most important element in 
their learning; rather, they agreed that they were motivated by marks. For example:  
Marking is not the most important for me in my English learning. I 
think the [most] importance is our real practical ability. For me, 
nothing is more important than whether I can communicate in 
English or not. However, I think students will be more active if the 
task is marked”, (Phuc). 
It can be seen that the students accepted both student-led and teacher-led assessment 
as a useful way to promote their learning. They did not regard marking as having the 
same role in learning as their teacher did. 
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In terms of the language of instruction, students agreed that they preferred 
English rather than Vietnamese. For example, Hong said she liked her teacher to 
instruct her in English only. Phuc added that through the teacher’s instruction in 
English, he believed that he could practise listening skill, and imitate the teacher’s 
pronunciation. However, Phuc also said that for difficult grammar points, he 
preferred Vietnamese explanations. Phong wanted both English and Vietnamese 
because he said that he could not understand all instructions in English. These 
responses showed that the students identified the importance of English use and they 
wanted more English. However, for certain circumstances such as explaining 
difficult grammar points, Vietnamese was still necessary.   
The Third Year Students’ Learning Reflections during the Project work 
Concerning their English learning during the project work, the students 
mentioned their learning difficulties and their English development. First, two 
students found the most challenging aspects of the project work were how to express 
ideas and how to make their presentation attractive and comprehensive to their 
audience. They both realised that they possessed a limited range of vocabulary and 
grammar and believed that their speaking skills were not good enough. For example, 
Thu stated bluntly that her speaking was not clear and fluent. However, most of the 
students said that while researching the information for the project, their vocabulary 
had improved. There was also agreement that their computer literacy was enhanced 
considerably.  
Similar to the other two classes of students, these third year students also 
believed that the researching and learning activities in stages one and two of the 
project helped them develop LLA. The students stated: 
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Phong:  I think ... it is the time during our implementation stage ... we 
got comments and feedback from our teacher to improve our 
production before presentation. I think we were most active 
at that time. 
   Thu:  I think it is when we searched for the information ourselves, 
we learned a lot of new words and when we designed our 
power point presentation.  
The students’ responses showed their perceptions that autonomous learning involved 
opportunities to explore and decide on learning content by themselves. Furthermore, 
the students reflected that getting feedback facilitated their learning. Such reflection 
implies the confirmation about the importance of assessment towards the 
development of LLA. 
The Third Year Students’ Understanding of LLA following the Project work 
Data analysis from the interviews with the students showed their perceptions 
of the students’ ability and their learning attitude.  The students also reflected their 
views about the teacher’s role and defined autonomous learning following the 
project. They further expressed their learning preferences. 
Students’ Ability and Learning Attitude 
The third year students confirmed that the responsibility for material and 
information selections rested with the students. Hong emphasised “we are both able 
and keen to undertake these tasks [materials and information selections]”. In the case 
of task allocation within the group, all responses indicated that this should be the sole 
responsibility of the students themselves. Phong and Phuc both stated “We do not 
need the teacher to allocate who is to take which tasks. We can do it”. Describing 
their learning strategies in groups, most of the third year students used expressions 
such as “discuss with friends”, “exchange our information”, “find the solutions in 
groups together” and “ask the teacher”.  The students appeared to be quite capable of 
achieving these tasks although they still needed the teacher’s advice to solve some 
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problems. Phuc said "When we meet difficult expressions, we discuss them in groups 
and with the best student of the group; we finally ask the teacher for help". This 
student mentioned “the best student of the group” or the teacher as more proficient 
than others who could help them solve their problems. 
There was one student who mentioned goal setting and planning. Hong 
stated: “We had set ourselves the goals and the plans for the project. We then 
allocated tasks for each member to get the desired presentation”. This student 
appeared to identify that apart from implementing the project, it was necessary for 
the students to engage in goal setting and planning. This is also an aim of project 
work.  
The students gave themselves ratings of 70% - 80% for completing the 
preparation task, and 50% for their final presentation. Hong said “We have tried a 
lot. We are 80% satisfied with the way we have worked together for the production. 
However, we are still weak at the presentation”.  Similar to the first and the second 
year students, the third year students also noted that all group members had 
undertaken their own jobs, and had all participated actively in the project. These 
reflections indicate that the third year students are able to evaluate their learning 
achievement and progress, which is considered a characteristic of autonomous 
learners.  
Furthermore, the students found themselves responsible for task completion. 
Phong said “Once the task is divided out amongst all the members, everyone must be 
responsible for it. It’s the responsibility”. Phuc added “No one can give up on the 
task. It’s each member’s responsibility to complete it”. Such data show that the 
students were aware of their responsibility for task completion and accepted that 
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responsibility. In other words, they appeared to possess an attitude of responsibility, 
an important element identified in the conceptualisation of LLA for this study. 
The third year students demonstrated the same interest as students in the two 
other classes in having an opportunity to conduct a project. They stated:   
I like the projects. I want our learning with a lot of activities. By this 
way, my vocabulary will improve and I will be more confident in 
English communication (Thu). 
 My English has improved a lot when working with a project like 
this. I think it is really effective (Hong).   
The students also expressed a wish to conduct project work in the future, but not all 
the time. For example, 
 I think such projects should be interspersed in the current 
curriculum. If we did many projects, it might be stressful, boring, 
and limiting the development of creativity. We still have to learn 
other subjects (Phuc).  
I want to coordinate the learning content in the textbook with the 
project works like this (Hong).  
Thu clarified that while learning from the textbook, they wanted to do similar 
projects, and particularly to have opportunities to search for information, and to 
increase their vocabulary. These responses indicate again that the students supported 
project work because the teaching and learning approach met their interests and 
needs. 
The Teacher’s Role 
The students described their teacher as an “advisor” or a “guide” during the 
project. More particularly, Hong indicated that she found her teacher was an 
instructor who gave her guidelines to follow. Phong and Phuc agreed that the teacher 
was a guide who raised the topic and directed the outlines while the students would 
find the materials and implement the project. The role of the teacher was to comment 
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and help to improve the products before the final presentation. This reflection aligned 
with what was observed when the students implemented the project. That is, Hai 
spent time checking and commenting on the students’ existing work in order to come 
up with better final presentations. This is also a useful support for LLA from the 
constructivist view.  
These third year students agreed that their learning could not advance without 
teachers. Hong stated: 
There must be teachers [in the learning]; because teachers are more 
experienced, they will guide us, help us to justify what is right, what 
is wrong. 
Hong’s response focused on the role of teacher in giving feedback. However, one 
student clearly distinguished between teacher help that enabled students to learn and, 
by implication, help that would not assist in this regard.  
Teachers only help us with the foundational knowledge. If we are not 
active to study or investigate, we will not learn anything (Phong).  
In this comment, Phong made it clear that teacher help should be limited to scaffold 
more basic knowledge. In other words, the students related teacher help with giving 
feedback and scaffolding, which are both important supports that constructivist 
teachers are encouraged to deliver to the students.  
The Third Year Students’ Perceptions of LLA following the Project work 
 There was also agreement amongst the third year students that the pedagogy 
based on “positiveness, activeness, and creativity” was popular. These students 
further confirmed that they used such terms interchangeably to denote one of the key 
pedagogic strategies of Vietnamese higher education. The students also perceived 
that LA was very important because it helped them to learn effectively.  
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In responding to the question about their understanding of LA, the students 
used descriptors such as “active”, “creative”, and “responsible” to denote the 
characteristics of autonomous learners. They used such verbs as “to self-study”, “to 
explore” or “to self-research” to talk about the ability learners should possess to work 
autonomously. The following extracts are translated into English to illustrate the 
students’ perceptions of LLA. 
Hong:  Learners who are active, autonomous are those possessing 
ability to self-study, to decide their own learning content... 
Autonomy is very important because it helps our learning 
effectively. 
Phong:  Autonomous learners are active in their learning both inside 
and outside class. In class they listen carefully to 
comprehend the lessons, at home, they self-research, self-
study their learning.... Motivation does not play the decisive 
role in whether a learner is autonomous or not. For me, it is 
the responsibility. Autonomous learners must be responsible 
for anything they do. 
Phuc:  Active learners show their awareness in listening to 
comprehend the lectures in class. At home they are capable 
of self-studying their learning. I think it is really interesting 
to explore something ourselves. However, there may be 
certain problems that would take time to solve. It will be 
much better to have someone guide us in that case. 
Thu:   Autonomous learners are patient and positive. English is a 
difficult subject. Only being patient and positive can we 
master it. Autonomy is very important. When we can work 
autonomously, we feel less stressed, more relaxed, and find it 
easier to grasp the knowledge. Autonomous learners are 
always responsible for their task completion. 
The students’ interpretation of LLA demonstrated some significant agreements with 
the definitions of LA that emerge from the academic and policy literature. First, to 
take responsibility for one’s own learning is considered an important element of LA 
(Littlewood, 1999). Second, such terms as to self-study, to explore or to self-research 
are highlighted as the skills that Vietnamese undergraduate education should equip 
their learners with according to Vietnamese Education Law (2005) and Vietnamese 
 242       Case Study of the Third Year EFL Class  
Higher Education Law (2012). However, Phong and Phuc appeared to think that 
autonomous learners were dependent on the teacher during class. They could explore 
or self-research or self-study in the out-of-class setting. In their view, autonomous 
learners implemented tasks related to revising what had been learnt during class. 
Such responses indicated that the directive role of the teacher inside class may make 
it hard for the students to identify their own role as being active and independent, an 
important characteristic of autonomous learners.  
Learning Preferences 
Students expressed a preference of having more opportunities to develop 
creativity. Specifically, the students claimed that the teachers had been quite 
directive of their presentations. For example, 
Phong: The teacher has already decided how to perform the final 
product, for example, where the images would be and where their 
word expressions should be. However, we want to develop our own 
creativity. We want to decide ourselves. 
Phuc: We were not able to choose the way to perform our product as 
we liked... we decided each step and mostly the content, but the 
performance. 
Such reflections also aligned with what was observed during the students’ 
presentations. Most of the products had the same organisation and performed 
similarly. The response further implied the students’ belief that they could develop 
creativity if they had the right to decide themselves.  
In terms of evaluation, the third year students wanted both their teachers and 
their friends to assess their work. Hong said “We want our friends’ assessment to 
come before our teacher’s”. Concerning peer assessment, most students said there 
should be reasoned discussion among groups. According to Phong, “They [the peer] 
should explain their assessment of our work and persuade us that they are right”. The 
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students wanted their peers to tell them whether their group’s speech, pronunciation 
and ideas were understandable. Thu said “It is really important to listen to our 
friends’ comments. We would like to know their feeling about our ideas, whether 
they understand what we say, our speaking capacity”. Both Phong and Phuc stated 
that they strongly believed in the teacher’s evaluation of their progress. They stated 
“She is professional; she has more experience and knowledge. We want her to be our 
final assessor. Friends’ assessment is food for thought only”. Constructivism 
highlights both student-led and teacher-led assessment because they help both the 
teacher and the students revise their existing learning and plan for the upcoming 
learning. They are hence useful to stimulate LLA. 
Chapter Summary 
This report of the case study of Hai Pham’s third year EFL class suggests that 
developing project work may enhance LLA. It appears to support the contribution of 
project work as part of the central EFL curriculum. In the next chapter, I will 
compare and contrast key themes that have emerged from the analysis of the three 
cases which were presented in Chapters five to seven. 
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Chapter 8:  Cross-case Analysis 
This study aims to explore the concept of Learner Autonomy (LA), what it 
means in the Vietnamese EFL higher education context and how new pedagogic 
strategies aiming to promote LLA might be practised in a Vietnamese university. It 
will be recalled from chapters five to seven that data analysis of three case studies of 
the first, the second and the third year EFL classes in the university was used to 
explore the following research questions: 
1. How do teachers and students interpret and understand the concept of LA in 
the Vietnamese EFL higher education context? 
2. How do these teachers and students perceive project work as a pedagogic 
approach to foster LLA? 
In the course of the previous three chapters, some points of similarity and 
difference amongst the three cases were flagged. In this chapter, the cases are 
compared and contrasted systematically. Similarities and differences amongst the 
cases are sought, and the picture that emerges is placed within the context of 
academic literature on teaching EFL.   
The classroom of each teacher and their students were observed prior to their 
participation in an exploratory project designed to develop LLA. The teachers and 
the students volunteered to participate in a round of interviews. The aims of the 
interviews were to investigate the teachers’ perceptions of LLA, and teaching 
techniques to foster LLA. The aims of the interviews with the students were to 
explore their views on their learning, the teacher’s role in teaching and learning, and 
their ideal learning environment. During the period that the teachers and their 
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students were engaged in the project work, more classroom observations were 
conducted. The students were then again interviewed about their perceptions of LLA. 
Information was gathered in these interviews to explore their understanding of 
student responsibility in learning and their decision-making abilities after the project. 
In addition, information about the practical value of the recommended project work 
in developing LLA was also sought.  
The similarities of and differences between the three cases are now explored in 
three sections: (1) the teachers’ understanding of LLA, (2) the students’ 
understanding of LLA; and (3) the teachers’ and the students’ perceptions of 
pedagogic approaches to foster LLA. These similarities and differences are examined 
in response to the research questions of the study. 
Teachers’ Understanding of LLA 
The three teachers kept their interpretation of LLA almost unchanged during 
the two rounds of interviews. Although they used different descriptors, there were 
considerable similarities among the ways they defined the term. Specifically, LLA 
was interpreted as attitude and ability grounded in sound background knowledge or a 
sound level of target language proficiency that enabled learners to implement their 
tasks.   
Figure 8-1 depicts the teachers’ definition. There is one element added, sound 
background knowledge or sound level of TL proficiency, that makes it different from 
Figure 3.1. Those other elements in dashed or blurred font are not mentioned in that 
definition but are presented for the purpose of comparison with the conceptualisation 
of the term used in this study. I now describe each element comparing and 
contrasting the three teachers’ responses in turn. 
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Figure 8-1: Teachers’ Conceptualisation of LLA 
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Anh interpreted LLA as learning attitudes of “self-regulation”, “self-
recognition of the task”, “self-awareness of the responsibility for learning”. Ly used 
descriptors such as “be responsible or be independent” to express her understanding 
of LLA. Hai interpreted LLA as “learners conduct[ing] their learning in an active, 
positive, creative, and scientific way”. Hai seemed to define LLA in terms of 
attributes of students’ learning actions.  
Although Anh and Ly mentioned aspects of learning attitudes in their 
definition of LLA, the attitudes they nominated differed. Anh highlighted attitudes 
towards responsibility or self-regulation in meeting institutional obligations, for 
example, being prepared for lessons, being on time, following rules, and the like. 
This interpretation does not align with any of the understanding built into the 
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conceptualisation of LLA used in this thesis. In contrast, Ly’s interpretation aligns 
with some aspects of attitude towards taking responsibility for one’s own learning 
(Dickinson, 1994). According to Ly, “students have the right to decide what to study 
to suit their learning preferences, and they are responsible for their choices”. While 
Anh and Ly focused on attitudes, Hai used descriptors that have much in common 
with aspects of attributes for the “new” teaching methods required by the Vietnamese 
government (Vietnamese Education Development Strategies for period 2011 – 
2020). Hai’s example of attitudes to the responsibility included students’ awareness 
[about their preparation work] and their acceptance of the expectation to take the 
responsibility [asking the teacher about their preparation]. 
Ability 
There was agreement amongst the three teachers that autonomous learners 
had ability in implementing their tasks. In other words, they could self-direct their 
learning. However, they explained it differently. According to Anh, the students 
conducted their learning alone “by searching for exercises on the websites, doing 
these exercises themselves, then sending them to their teacher”. The students could 
also compete with each other in teams, and the teacher would judge the right or 
wrong answers. According to Ly, the implementation stage of the project was the 
time that the students were most autonomous.  That is, the students conducted their 
learning in groups by deciding for themselves how to complete the tasks such as 
allocating particular tasks amongst group members, deciding on the materials to be 
used and setting a timeline for completion.  Ly perceived that students could ask 
teachers questions during such self-study time if necessary. Similarly, Hai believed 
that autonomous learners had the capacity to complete their own tasks as allocated by 
the group.  
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Only Ly mentioned autonomous learners’ ability to set goals. Ly also stressed 
the importance of goal setting. Ly showed that LLA was rooted in self-study and 
independent learning. According to her, those who could clarify their learning goals 
were able to “self-determine their tasks and how to reach these goals”. Both goal 
setting and implementing are identified as important skills for learners to take control 
over their own learning.  
Interestingly, Hai showed her complex view in explaining the element of 
ability in her understanding of LA. She defined “ability” or “capacity” as something 
which was inborn. She stated “limited capacity will restrict autonomy and 
creativity”. She took an example from her own work when she was allocated to do a 
task [in her MA course] that was beyond her ability. Hai said that she tried to 
complete the task on her own without “creativity” because of “face”. She stated “I 
thought at the beginning that I had ability to complete it. But then I realised that I 
couldn’t. It was too hard”. Hai explained that she did not want other people to laugh 
at her or to see her work affecting negatively the whole group.  
Hai further regarded “intelligence” as an innate capacity by stating that “some 
students possess a low level of English language proficiency but can still work 
creatively as they are intelligent. In contrast, some others can’t ...”.  This view of 
ability did not align with Stobart (2014, p.34), who states that “schooling causes 
ability to improve”. In other words, it can be understood that learners’ ability to work 
autonomously can be taught rather than something that is innate or beyond education.  
Sound Background Knowledge or Sound Level of Language Proficiency 
 The three teachers appeared to regard the possession of sound background 
knowledge or a sound level of language proficiency, and autonomy as overlapping 
categories. According to these teachers, autonomous students had attitudes and 
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ability to self-direct their learning without teachers. A piece of evidence for this 
interpretation is that the three teachers all stated that the degree of teachers’ support 
aligned with the students’ level of English proficiency. Both Ly and Hai said that 
“good” students could conduct their learning “without depending on teachers” (Ly) 
or “without waiting for teachers’ suggestions” (Hai). Similarly, Anh said that 
students of sound background knowledge would have their own learning strategies to 
complete their tasks. It can be seen through her examples that the goals of these 
students were the number of exercises to be completed. The teacher acted as a 
materials provider or an answer provider for the students’ learning process. In short, 
the lower the proficiency of the students, the more the support required. These views 
are interesting because the literature of LA shows that “in order for the learners to be 
able to take charge of their own learning .... the teacher has to be the mediator or the 
counsellor of this process” (Fenner, 2003, p. 32). That is, there always needs to be a 
teacher to coach or facilitate the learning (Stobart, 2014).  
Teachers’ Perceptions of the Pedagogic Approach to Foster LLA 
This section starts with a cross analysis of the teachers’ perceptions of their 
pedagogic approaches for language learner autonomy prior to the project. Analysis of 
the similarities and differences in their perceptions of the pedagogic approaches 
following the project is then outlined. 
The Pedagogic Approach prior to the Project work 
There was some alignment between the teachers’ perceptions of LLA and 
their pedagogic practices prior to the project. That is, the focus was on the 
implementation stage with the teacher’s appearance in the learning process. Figure 8-
2 outlines that pedagogic approach for language learner autonomy of the three 
teachers. Elements in dashed sectors with lighter shade seemed to be missing. 
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Figure 8-2: Teachers’ Current Pedagogic Approach for LLA (key: T = Teacher; C = Case) 
It can be seen that as the three classes were not considered “autonomous”, the three 
teachers agreed that the students could not learn without teachers. Furthermore, as 
the curriculum in the Vietnamese higher education context is usually predetermined, 
there may be little space for the teachers to identify their own responsibility in goal 
setting or planning. Teachers only focused on implementation. Even for evaluation, 
their reflections showed that testing and examination played a decisive role in 
measuring the students’ language proficiency. Such an academic context makes it 
hard for LLA to develop.  
During the implementation stage, there were considerable differences 
amongst the pedagogic approach for learner autonomy that the three teachers 
employed in their three EFL classes prior to the project. Anh’s pedagogic approach 
might be considered traditional. Both data from Anh’s reflection and the classroom 
observation indicated that she focused on teacher-directed activities of translation 
T – whole class (C1&2) 
T – Groups (C3) 
 
 
Textbook English & Vietnamese 
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and repetition rather than developing opportunities for discussion and negotiation, 
which is highlighted in constructivist theory. For example, she often suggested her 
students should “repeat one sentence over again until fluent and memorisable”. 
Moreover, her teaching was mainly from the textbook. She did not appear to provide 
opportunities to maximise the use of English as one way of promoting LLA. 
Evidence for this interpretation is that Anh mainly used Vietnamese as a medium of 
instruction.  
In contrast, Hai employed more aspects of constructivist practices to promote 
students’ learning. She required preparation of students to make use of previous 
knowledge. Hai stated that “I suggest that the students check the meanings [of the 
new words] at home, and in class I will help them with situations to practise [the 
words]”.  She asked the students to exchange ideas in their groups. She also provided 
the students with opportunities to assess their learning before her engagement in the 
assessment. During her teaching, Hai used both English and Vietnamese for 
instruction. The learning content in Hai’s class was developed on the basis of the 
textbook.  
In comparison with Anh and Hai, Ly’s teaching methods appeared to carry 
both aspects of traditional and constructivist approaches. For example, Ly provided 
scaffolding of vocabulary for the students. She also encouraged the students to 
engage in peer assessment which is considered a useful way to stimulate LLA 
according to constructivism. For example, she called upon the students to reflect on 
their work about the use of have to and must. She also helped the students to 
elaborate their answers. However, most of Ly’s learning content was from the 
textbook. She carried out all the tasks strictly in turn. She conducted the learning 
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with the whole class rather than providing opportunities for discussion in groups. 
Similar to Hai, Ly used both English and Vietnamese with her instruction. 
The Pedagogic Approach following the Project work 
With respect to learning attitude, there was agreement that the three classes of 
students were motivated to join the project. They all wanted to do similar projects in 
the future. During the project, the teachers recognised that the students displayed 
attitudes of responsibility. Anh stated that most of the students were engaged in their 
tasks. This reflection confirmed the aim of the project in stimulating students’ 
engagement and learning interests. Interestingly, only Hai assessed that the project 
was appropriate for the students. While Anh stated that the topic of the project was 
demanding, Ly said the topic was irrelevant given the study majors of this group of 
students. Anh suggested topics deriving from the textbook, whereas Ly suggested 
topics relating to students’ study majors. Ly’s suggestion can be interpreted as a 
concern with studying something “real” to the students’ future careers. According to 
Moeller and Roberts (2013), stimulating student discussion on topics which relate to 
their real lives is an effective way to activate their background knowledge of the 
context and hence to enhance their language capacity.  
Table 8-1 summarises aspects of pedagogy for autonomy as defined in this 
study, evident in the three classes during the project work.  
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Table 8-1  
Teachers’ Perceptions of Task Achievements of the Three Classes during the Project work 
Elements Defining Activities/ Tasks 
EFL Class 1 EFL Class 2 EFL Class 3 
T Ss T Ss T Ss 
Goal setting 
Agree  on the topics √ √ √ √ √ √ 
Determine final products _ √ √ √ √ √ 
Planning 
Structure the project/ 
Brainstorm ideas 
_ √ √ √ √ √ 
Prepare language for 
gathering information 
_ _ _ _ _ _ 
Draw up plans for group 
members 
_ √ _ √ _ √ 
Implementing 
Gather information _ √ _ √ _ √ 
Prepare language for 
compiling & analysing data 
_ _ _ _ _ _ 
Compile & Analyse data _ √ _ √ _ √ 
Prepare language for 
presentation 
_ _ _ _ √ _ 
Evaluating 
Present products _ √ _ √ _ √ 
Share evaluation √ √ _ _ _ _ 
Target 
Language Use 
Interact in the TL 
(organising language 
activities, giving explanation 
or asking for clarification)  
 
Viet 
 
Viet 
Eng 
&Viet 
Eng 
&Viet 
Eng 
&Viet 
Eng 
&Viet 
Access & explore 
information through the TL 
_ _ _ _ _ _ 
Authentic 
materials 
Use raw or primary sources 
(real objects, photos, maps 
or videos) 
 
√ 
 
√ √ √ √ √ 
Groupings Form groups _ √ _ √ _ √ 
 
 The table also confirms that several elements of LLA were achieved during 
the project. First, in terms of goal setting, there was consensus that both the teachers 
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and the students agreed on the themes of the project. Two teachers (except Anh) and 
the students talked together to determine the products. In particular, the students 
decided on the learning outcomes that they believed were appropriate to their own 
levels of ability. When making plans for such outcomes, they also allocated 
appropriate tasks to the group members. For example, Anh used “diversified” and 
“meaningful”, Ly and Hai used “appropriate” to describe the ideas that most of the 
students chose for the content of their project.  
However, regarding students’ ability for implementing their tasks, there were 
several differences amongst the three teachers. Ly and Hai appreciated their students’ 
ability for task completion, but Anh was doubtful. She said: 
They will give up the task if it is too difficult or they will negotiate 
with the teacher to change to a task that is easier and more 
appropriate to their ability. 
This reflection aligned with her pedagogic practice, specifically, when Anh agreed 
with the students’ choice to present their outcomes in Vietnamese. Anh thought that 
her students’ English proficiency was low, and therefore that presenting in English 
was something that might be too difficult for them. She believed that her students 
would give up on the task if they were required to do it in English. As a result, all of 
the students in Anh’s class gave presentations in Vietnamese. Anh’s pedagogic 
practice and her view did not align with the constructivist approach to teaching and 
learning, which would suggest that the more challenged students are, the more 
stimulated they are to their learning (Dweck & Leggett, 1988; Kaufman & Brooks, 
1996). Anh did not recognise that it was necessary to encourage students to use 
English in an EFL class. Such data imply the necessity of consideration about the 
amount of challenge that is appropriate in order to facilitate learning.  In contrast, 
Hai was cognisant of the opportunity for English use and hence learning in class; she 
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identified the ability to ask questions for clarification as important. Interaction with 
another person to enhance language learning is described by O’Malley and Chamot 
(1990). By asking questions of each other, students join in dialogue and discussion of 
the events, and their learning is thus stimulated.  
In terms of student ability to evaluate their learning, only Anh mentioned 
student feedback after the presentations of their projects. In this component of the 
project work, the students assessed the work of other groups. Further, they compared 
their own work with that of other peers. Anh’s reflections showed that the first year 
students had ability to self-assess or self-reflect and to undertake peer assessment of 
their current learning. This ability is crucial according to a constructivist perspective 
identified by Gagnon and Collay (2001) as it helps students and teachers to think 
about and plan for their future learning.  
With respect to learning materials, data from the observation showed that the 
students were attentive when the teachers used guidebooks or videos for scaffolding. 
The students further showed their interest in looking at their products which involved 
pictures, music, and real objects. These are considered primary sources according to 
constructivism which serve to stimulate students’ interest in the topic and to link 
their past experience to it. 
One point worth noting from table 8-1 is that the tasks relating to language 
preparation for gathering information, for compiling and analysing data or for 
presentation did not appear to receive much attention. It should be recalled that the 
project, A famous city, adapted from Fried-Booth (2002), was not an intervention 
whereby I designed and controlled the implementation with the teachers. Rather, 
after I introduced it with the teachers, they were free to decide on the design and how 
to conduct the project as they thought appropriate to their students. These data from 
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table 8-1 further raise the question about professional development for the use of 
project work. This might explain why Ly stated the importance of class time for 
students to learn language structures with teachers. The process to assist learners 
with “new” language structures that Ly mentioned aligned with the constructivist 
process of scaffolding according to Schunk (2004).  
Another interesting point was Ly’s reflection on the fact that she might have 
been directive in structuring the project, and thus influenced the students’ products. 
This seems to explain why most of her students presented in the same way. This 
situation also happened in Hai’s class. It will be recalled that only one group of 
students in this class showed creativity because they presented something more than 
what was outlined in the talk between teachers and students. Such data suggest that 
both teachers and students may need support with negotiation skills while working in 
groups in order to foster LLA.  
But what are the students’ views on this and other elements of pedagogy for 
LLA? I now move to compare and contrast key findings from the students’ voice. 
Students’ Understanding of LLA 
There was consensus amongst all the students that pedagogy based on 
“positiveness, activeness, and creativity” was popular. The students also confirmed 
that in the Vietnamese language, these terms can be used interchangeably to denote 
the key strategy of Vietnamese higher education in reforming the current teaching 
methods. They stressed that LA was very important because it helped them to learn 
English effectively. In other words, the students believed that LA and language 
achievement were interrelated. Accordingly, the students articulated their 
understanding of LA in language education as learners’ attitude and ability to 
implement their tasks in the target language. Figure 8-4 illustrates the students’ 
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definition of the term. Elements in lighter shade were not mentioned, but presented 
for the purpose of comparing with the conceptual framework used in this study. Each 
of the elements is now presented in turn. 
 
 
 
 
 
 
 
Figure 8-3: Students’ Conceptualisation of LLA 
 
Attitude 
There was general agreement amongst most of the first and the third year 
students that language autonomous learners possessed such characteristics as being 
“active”, “creative”, and “responsible”. Similarly, the second year students used 
descriptors such as “independent”, “active”, and “self-regulatory” to name the 
characteristics of autonomous learners in language education.  
There was agreement amongst most of the second year students and one first 
year student that autonomous learners were “self-regulatory” and “responsible” for 
completing tasks. However, there was a difference concerning the focus of these two 
groups of students in their explanations. While the second year students focused on 
learners’ attributes to carry out activities such as “to be active in searching for 
information and materials”, or “to find ways for oneself”, the first year students 
Goal setting 
Planning 
Implementing 
Evaluating 
 
Ability 
Awareness 
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Target Language Use 
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mentioned motivation, goal setting, and attitude to achieve these goals. Interestingly, 
these second year students distinguished “activeness” and “passiveness” in order to 
point out the characteristics of “active learners”, and stated that they wanted to be 
both active and passive in English learning. They clarified “passive” as their desire to 
be motivated by the teacher. I will return to this in the section about the teacher’s 
role. 
Ability  
There was considerable overlap amongst most of the students in stating that 
autonomous learners had the ability “to self-study”, “to decide their own learning 
content”, “to set learning goals”, “to explore or to self-research”. These descriptions 
aligned with the learning skills to implement tasks, which were required of 
Vietnamese undergraduates according to Vietnamese Education Law (2005) and 
Vietnamese Higher Education Law (2012).  
Only one second year student mentioned that “if there is anything we don’t 
understand, we should ask friends or teachers” in her definition of LLA. This student 
demonstrated awareness that asking questions or communicating with others of 
higher proficiency could facilitate her learning. Such understanding of LLA aligned 
with the thought of constructivist theorists, Brooks and Brooks (1999) and Schunk 
(2004), about the important role of interactions in language learning development.  
There was only one first year student who identified that autonomous 
language learning involved ability to set learning goals. This student also stressed the 
importance of this ability in the learning process. He stated “learner autonomy … 
will lead to better learning. Because when we identify the goal of our tasks we will 
try our best to complete the tasks”. Goal setting is considered one of the key 
elements according to the conceptual framework of this study. 
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Interestingly, two third year students appeared to divide learning into in-class 
and out-of-class components. The former was denoted with verbs such as “to listen” 
and “to comprehend the lectures”. The latter consisted in skills such as “to self-study, 
to explore or to self-research” and “attitude to the responsibility”. The students 
seemed to perceive that autonomous learning was for out-of-class work. They 
apparently regarded a passive role as appropriate for learning during class. In other 
words, LA meant students self-directed their learning in out-of-class settings. This is 
interesting because learning, as identified by Marlowe and Page (2005), is a process 
which includes questioning, interpreting, and analysing information. Learning, 
according to Alesandrini and Larson (2002), results from exploration and discovery. 
Given understandings such as these, teachers are encouraged to transfer their role to 
students, and help them identify the importance of their active engagement in the 
learning success.  
Although the students did not mention evaluation in their direct definition of 
the term LLA, they expressed a concern with this following the project. In talking 
about their learning preferences at that time they emphasised to the importance of 
getting feedback to enhance their learning. They wanted both teacher-led and 
student-led assessment. They also indicated their ability to give peer feedback if 
there were the opportunities. The literature of LA shows that peer assessment is an 
essential characteristic of language autonomous learners. 
The Teacher’s Role  
Most of the students described the teachers as advisors or guides. There was 
considerable parallel amongst the students in terms of their understanding of the 
teacher role. First, the students said that they needed the teachers to “motivate” them 
and to help them deal with language issues. For example, a first year student said 
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“we need her ... to encourage us in spirit, ah..., also ...  in language expression [while 
implementing the task]”. Another student in the second year class regarded the 
teacher as the one who helped them solve language difficulties. Second, most of the 
students stressed the important role of the teachers in outlining or structuring their 
learning tasks. The first year students, in particular, stated that if the teacher initiated 
the topic of the project and provided general suggestions in terms of how to complete 
the task, then they could allocate the tasks themselves. Similarly, the second year 
students said that they needed the teacher to give them general guidelines. The 
students understood that they could then explore and conduct the tasks themselves. 
The third year students too, expressed similar understandings, stating that after the 
teacher raised the topic and provided guidance in building the outline for the project, 
students could implement the tasks. Finally, the students shared a common 
understanding of the essential role of the teachers in giving feedback. The third year 
students said they needed the teacher’s comments to improve their tasks before the 
final presentation. For example, Hong reported “... teachers are more experienced, 
they will guide us, help us to justify what is right, what is wrong”. In terms explained 
by Alesandrini and Larson (2002) and Fosnot (2005), the students apparently viewed 
that it was the role of the teachers to “coach” them to deal with problematic 
situations so as to achieve their learning goals.  
Target Language Use 
 Most of the students mentioned the close relationship between LA and 
language achievement. There was consensus that LA was a decisive element in 
language learning success. As a result, data from the students’ responses indicated 
that they wanted their teachers to instruct them mainly in English. A second year 
student even suggested an “English only” rule. Other students articulated the 
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advantages of English medium instruction for their English achievement. One 
student reported “Our listening skill can improve by listening to the teacher 
[speaking English]”. Many students agreed on the benefit of having opportunities to 
communicate in English when going on excursions. The second and the third year 
students all presented their products in English, because they identified clearly that it 
was necessary to use English to construct their knowledge in EFL learning. Although 
the first year students presented in Vietnamese, one student expressed his desire to 
use English as a means for their products. The student stated “I think the products 
should have been in English because we are learning English”. Responses from the 
students confirm that target language use plays an important role in promoting LLA 
which is highlighted in constructivism.   
Students’ Perceptions of the Pedagogic Approach to Foster LLA 
In this section, cross analysis of the data from the students will be presented. 
That is: (1) the students’ perceptions of their pedagogic approaches for language 
learner autonomy prior to the project; and (2) their perceptions of the pedagogic 
approaches for language learner autonomy following the project. 
The Pedagogic Approach prior to the Project work 
Prior to the project, the students reflected on their experience of English 
learning as well as their learning preferences relating to the pedagogic approach for 
effective language achievements. Data for these responses can be interpreted as 
desire for a pedagogic approach that would promote LLA according to the 
conceptual framework of this study. Figure 8-4 depicts students’ perceptions for their 
ideal learning environment. In this figure, elements in dash with light colour were not 
mentioned by the students. From figure 8-4, it is apparent that the students’ responses 
focused on implementation and evaluation stages. Such elements as the teacher’s 
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role, the language used (English or Vietnamese), and materials were considered as 
mediators facilitating the two learning stages. 
 
 
Figure 8-4: Students’ Preferences of the Pedagogic Approach for Language Achievements (key: T = 
Teacher; S = Students) 
 
In terms of class organisation, most of the students wanted to work in groups. 
They perceived that group work could facilitate their learning because it would give 
them opportunities to discuss and share ideas with friends. According to 
constructivist theorists, Brooks and Brooks (1999), Gagnon and Collay (2001), and 
Fosnot (2005), group work is a useful way to organise learning, and thus to promote 
communication among students. Evidence to support this can be found in the 
reflections on the learning experience of the first and the second year students 
outside class. Specifically, the students realised that their English learning was 
effective when they had opportunities to communicate with more proficient others 
such as an English major student or an English teacher. The data further indicated 
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that during class most of the learning of the first and the second year students was 
not conducted in groups. 
In terms of learning activities, most of the students showed high demand for 
developing listening and speaking activities, especially the activities that provided 
them with opportunities to use English, for example, excursions. The first year 
students suggested communicative activities such as games to help them develop 
their vocabulary and grammar structures. This preference demonstrated these 
students’ desire for authentic interactions in English to enhance their language 
learning. Such desire parallels the requirement for target language use which is 
considered an important element to promote LLA as identified in the theoretical 
framework for this study. 
There was agreement among the students about the value of access to a wider 
variety of materials and resources. The students agreed that it was preferable to use 
materials with images. In other words, the students needed the teachers to introduce 
to them to a wider range of materials from which to learn. From the constructivist 
perspective of Kaufman and Brooks (1996), primary sources such as materials with 
images as mentioned by the students can stimulate interest in a topic. 
With regards to teaching methods, many students wanted more 
comprehensive instruction and feedback. They stated further that they wanted to be 
allocated more exercises and tasks to do outside class. This may be because the 
students reflected that outside classes, they learned on their own. Most of their 
learning outside of class focused on doing listening and speaking exercises. The third 
year students preferred more teacher engagement in their out-of-class learning, 
specifically during excursions. The students implied that they needed the teachers to 
take them “by the hand” and participate with them in their learning activities. In 
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other words, it seems that there was a need for scaffolding, which is an important 
characteristic of instruction that helps learners become autonomous (Fosnot, 2005; 
McCormick & Donato, 2000). The students also said they wanted teacher-led 
assessment. There was also consensus that peer evaluation was acceptable but that 
the teacher’s evaluation was preferable. The students identified the importance of 
getting feedback in order to improve their learning. This is salient to the research 
because from the constructivist view, teacher-led or student-led reflections contribute 
positively to LLA. 
The students generally agreed that they preferred the teachers to instruct them 
in English, perceiving that this could help them develop their English. However, 
there was also the suggestion that Vietnamese could be used to explain difficult ideas 
such as complex grammar structures, and complex word definitions. According to 
Little (2009), one of the principles for LLA is that teachers must ensure the use of the 
target language as the medium of the learning process. This has been challenged 
though. There is commentary suggesting the value of strategic use of mother tongue 
(Cook, 2001; Choong 2006). 
Interestingly, all the students appeared to be highly motivated to learn 
English. They all expressed their desire of language learning and they agreed that 
English was important to them. Further they expressed their preference for having 
enthusiastic teachers or those who had a sense of humour. They perceived that such a 
teacher disposition motivated their learning, and thus facilitated their learning of 
English. Encouraging students to love learning is one suggestion for teachers to help 
learners become autonomous according to Sanacore (2008). 
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The Pedagogic Approach following the Project work 
In terms of learning attitude, there was agreement that the three classes of 
students liked to join the project. They all wanted to have more opportunities to do 
similar projects in the future. In other words, they may be willing to engage in such 
activities as project work. The first year students used “suit(s) our ability”, 
“develop(s) our activeness”, “strengthen(s) our group work spirit” to denote the 
benefits they achieved from the project. The second year students, too, explained that 
they were motivated, enthusiastic, and willing to do the project. Moreover, the three 
groups of students strongly agreed that such projects should be part of the central 
curriculum. The students reported: 
I think after two or three lessons [with the textbook], there should be 
one project work activity like this (a first year student).  
Apart from the learning from the text book, I want to do projects like 
this (a second year student) 
I want to coordinate the learning content in the textbook with the 
project works like this (a third year student).  
One point worth noting is that the students in the three classes stated a wish to 
have been provided with more opportunities to exercise their creativity. In other 
words, the students claimed that the teachers’ directiveness had influenced the final 
outcomes of the project.  
When she limited us in that way, we lost motivation...we were so 
interested at first, but then ... just to obey, otherwise, we are 
afraid that we might get bad marks (a first year student). 
We want to be freer to decide our own outcomes (a second year 
student). 
We were not able to choose our product’s performance as we 
liked... (a third year student). 
However, there were two second year students who stated that they wanted the 
teacher to urge them to increase their responsibility for task completion. It can be 
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seen that the students wanted more motivation from the teachers. Only one first year 
student said that he thought of using English for the presentation, but he did not dare 
to speak. This student stated “I think my sole voice will be useless ... Never be wiser 
than an owl”. The data here indicate the students’ WTC, but it was squashed by the 
teacher. In the academic context chapter (chapter two), I have explained how 
Vietnamese students are accustomed to a rigid hierarchical structure of authority. 
Moreover, the students are also accustomed to a family-style classroom context. 
Accordingly, learners are unlikely to respond to activity that happens to challenge or 
undermine social harmony (Tomlinson & Dat, 2004). The students’ reflection 
suggests that they may be more creative to explore the tasks as they would be in a 
family if they are encouraged to do so.   
Concerning task completion, most of the students’ self-ratings indicated that 
they achieved 60 – 80% of the total requirements. The first year students identified 
that their final oral presentations were not fluent enough. Similarly, one second year 
student described her presentation as “not attractive enough”; and most of the third 
year students stated that they were weak at presentations and gave themselves a 
rating of 50% satisfactory for their oral performance. The students showed that they 
had capacity for self-reflection, which according to constructivism is considered an 
important characteristic for them to design their future learning episodes.  
The three groups of students strongly agreed that responsibility for the 
selections of materials and information rested with the students, and emphasised that 
they were able to and wanted to undertake these tasks. There was also a high 
consensus that task allocation within the group should be the sole responsibility of 
the students themselves. The students stressed that “we like to decide ourselves who 
is to conduct which task” (one first year student). According to their explanation, 
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while working in groups, they understood their strengths and weaknesses. Therefore, 
they found it easier to divide appropriate tasks amongst everyone.  
The students further agreed that they shared responsibility with other group 
members to adhere to their tasks. This is considered an important component of the 
learning process according to constructivist theory. That is, when the students work 
together in groups they construct their understandings of content based on their 
shared meaning (Gagnon & Collay, 2001). Here, the first year students explained that 
they divided, discussed, got agreement, and finally came to decisions amongst the 
group. Such group work met their interest. Similarly, the second year students 
indicated that “the product is our group’s decision. All of us agree to choose it”. The 
third year students further mentioned attitude or self-regulatory attribute of each 
group member to their own task. For example, they said “everyone must be 
responsible for it” or “No one can give up the task”. In addition, the third year 
students stated that group work gave them opportunities to exchange ideas by 
discussing with friends, finding the solutions in groups together and asking the 
teacher. The notable point is that the third year students appeared to regard the 
teacher as one of their group members to help them solve problems if necessary. A 
piece of evidence can be found when one student stated "When we meet difficult 
expressions, we discuss them in groups and with the best student of the group; we 
finally ask the teacher for help". Such reflections aligned with the observed learning 
practices when the third year students conducted their project. These perceptions also 
aligned with the theoretical framework of this study which regards the teacher’s role 
as a participant helping students to deal with the linguistic or logical problems that 
may arise during their discussion for planning and implementing the project. 
 Cross-case Analysis 269 
Concerning goals and objective setting, most of the students agreed that they 
had set goals and the objectives for the groups to achieve. “I think all the group 
members should have high agreement in setting goals for the success of the project” 
(one second year student). Only one first year student said that during the project 
work she never thought about objectives. According to the student, her group 
focused on the specific jobs such as what images to find, and how to link them 
together logically; they did not think much about the overall objectives. Setting goals 
or objectives is considered a decisive capacity of learners identified in literature of 
LA (Breen & Mann, 1997; Fried-Booth, 2002).  
All the students strongly demonstrated that they wanted both teacher-led and 
student-led assessment. Their views overlapped those of constructivist theorists 
which support teacher and student involvement in assessing teaching and learning. 
The students further stated their agreement that friends should give comments before 
teachers. While most of the first year students and two third year students regarded 
classmates’ assessments as cause for reflection, the remaining students 
acknowledged that they could learn lessons from their friends’ feedback. The 
students perceived that the teachers were more professional and experienced, and 
therefore, they preferred teachers to be the final assessors of their work.  
Data from the students’ reflections about the task achievements during the 
project indicates that several aspects of autonomous learning have been achieved 
when both the teachers and the students were given an opportunity to foster LLA. 
One notable point is that tasks such as preparing language for gathering information, 
compiling and analysing data and for presentation did not appear to receive much 
attention. This was reflected in the students’ responses about the learning difficulties 
they met during the project. Most of the students reflected that their main difficulties 
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during the project were language expressions and oral presentation. While the second 
year students mentioned “how to link words together”, the third year students 
identified their limited range of vocabulary and grammar structures to express the 
ideas. The second year students indicated that they were “scared” of public speaking, 
whereas, the third year students mentioned that their speaking was not clear and 
fluent enough to attract the audience. The first year students further considered that it 
was “so hard to decide what should come first, what should be the next”. Such 
reflections on fluency and organisation of the product show that the students need 
support to prepare language for their learning.  
Another difficulty that emerged for the first year students related to 
equipment and computer literacy. Most did not have personal computers and had to 
work at internet cafes to search for information. Moreover, as one first year student 
indicated, they had to help each other to show how to copy, and how to paste 
pictures. This limitation may lead to a restriction to an approach to LA development 
because according to Oliva and Pollastrani (1995) and Crystal (2013) using computer 
assisted language learning can facilitate LLA.  
Chapter Summary 
This chapter compared and contrasted how the concept of LA in language 
education was interpreted and how the pedagogic practices aimed to foster LLA were 
employed amongst the three EFL classes in a Vietnamese university. Comparative 
analysis of how the teachers and students interpreted the term LA in language 
education showed both similarities and differences and their perceptions of the 
pedagogic approach to foster LLA are now summarised in tables 8-2 and 8-3 
respectively to illustrate. 
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Table 8-2 
The Teachers' and Students' Interpretation of LLA 
Elements T1 T2 T3 Ss1 Ss2 Ss3 
Attitude 
Awareness √ √ √ √ √ √ 
WTC √ √ √ √ √ √ 
Ability 
Goal setting _ √ _ / _ _ 
Planning _ _ _ _ _ _ 
Implementing √ √ √ √ √ √ 
Evaluating _ _ _ / / / 
Teacher’s role _ _ _ √ √ √ 
TL Use _ √ √ / √ √ 
(key: √ = all, _ = none, / = one student or one teacher) 
Table 8-3 
The Teachers' and Students' Perceptions of the Pedagogic Approach to Foster LLA 
Elements T1 T2 T3 Ss1 Ss2 Ss3 
Attitude 
Awareness 
√ √ √ 
√ √ √ 
WTC √ √ √ √ √ √ 
Ability 
Goal setting √ √ √ 
√ √ √ 
Planning _ _ Outline 
√ √ √ 
Implementing 
_ _ 
Prepare 
language √ √ √ 
Evaluating  
Assess 
_ _ Present 
Assess 
Present Present 
Teacher’s role A guide (work less than normal 
teaching) 
A guide, an advisor 
TL Use Viet Eng & Viet Viet Eng & Viet 
Materials Primary sources Primary sources 
Groupings Group work Group work 
Others Challenging 
Inappropriate 
topic 
Inappropriate 
topic 
Suitable Like and want more projects 
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In the next chapter, further discussion and analysis on the findings that have emerged 
from the cross-case analysis will be presented. The discussion will focus particularly 
on the research questions and the theoretical framework of this study. 
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Chapter 9:  Discussion and Conclusion  
This chapter discusses the key findings which were identified in chapter eight 
through the cross-case analysis. In order to answer the research questions of the 
study, the discussion aims to address the alignment of the four components: theories 
of LLA, Vietnamese government policies, Vietnamese teachers’ understanding of 
LLA and Vietnamese students’ understanding of LLA. The resulting 
conceptualisation and understanding of the necessary relationships for achieving 
LLA emerged through the lens of constructivist interpretation.  
It will be recalled from chapter two that in the Vietnamese language, tự chủ 
means autonomy. The term tự chủ/autonomy is often used in association with tự chịu 
trách nhiệm/ accountability to create institutional autonomy and accountability 
(quyền tự chủ và tự chịu trách nhiệm của các trường đại học, cao đẳng). These terms 
constitute the institution’s decision-making in terms of its organisational 
management and human resources, finance, scientific research and technology, and 
curriculum.      
With respect to learners, autonomy is not referenced directly in official 
documentation. For example, The Strategies 2020 stated “the approach for revising 
teaching methods is through developing the positiveness, self-awareness or self-
regulation, activeness, creativity and self-study ability of learners” (đổi mới phương 
pháp dạy học theo hướng phát huy tính tích cực, tự giác, chủ động, sáng tạo và năng 
lực tự học của người học). Such descriptors of appropriate practices for Vietnamese 
learners are interpreted in this study as aspects of what is described as Learner 
Autonomy in Western contexts. In the interviews with students and teachers, I asked 
for their understanding of appropriate pedagogy to develop the positiveness, self-
 274       Discussion and Conclusion  
awareness or self-regulation, activeness, creativity and self-study ability for learners. 
The interviewees acknowledged their recognition of these expressions which in the 
Vietnamese language can be used interchangeably; we then agreed to use tự chủ của 
người học/ learner autonomy as the substitute or short form during the interviews. 
In this study, LLA is defined as the learner’s attitude and ability to take 
responsibility for his or her own learning in the target language. This proposed 
working definition of LLA is framed by the constructivist theory and is constructed 
in the context of Vietnam where teachers are now encouraged to delegate to learners 
some decisions about what and how to learn. Here, language learner autonomy refers 
not only to attitudes toward responsibility or self-regulatory attitudes but also to the 
ability to learn how to learn. This definition does not suggest the situation of learning 
without teachers or the ability for self-directed learning in the absence of teachers. 
Particularly, attitudes involve learners’ awareness of and acceptance of being 
responsible for their learning with the implication that both the teachers and the 
students should share responsibility for the outcomes. The ability to learn how to 
learn includes four decisions of responsibility (goal setting, planning, implementing, 
and evaluating). This ability depends on learners’ knowledge of the learning 
activities and the skills to carry out such activities. During such a learning process, 
the target language is used as a means of communication and exploration for new 
knowledge construction. The term language learner autonomy confirms the 
interrelationship between LA and language achievement. 
Although LA is important as a desirable goal in English language education 
and a requirement of Vietnamese official policy for higher education, there exists 
high potential for misunderstanding this concept. Findings from the three cases about 
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how LLA is interpreted prompt recommendations as to how to select an appropriate 
pedagogy to close the gaps in understanding LLA and to promote LLA in Vietnam. 
The chapter starts with the discussion of: (1) the alignment of Vietnamese 
government policies; theories of LLA; Vietnamese teachers’ and students’ 
understanding of LLA; and (2) the teachers and students’ perceptions of the 
pedagogic approach to foster LLA. The chapter concludes with implications for 
policy and future practice. 
Alignment  
There are considerable agreements among government policies, the theories of 
language learner autonomy (LLA), and the teachers’ and the students’ interpretation 
of LLA in terms of: (1) attitude; (2) ability; (3) the teacher’s role; and (4) target 
language use. In addition, two further overlapping themes about linguistic aspects 
and the interrelationship of learner autonomy and language achievement emerged 
from this study. However, the study also identified a number of differences. Figure 
9-1 outlines the similarities and differences. Accordingly, those elements in dashed 
or lighter shade are not mentioned in the definition, but are presented for the purpose 
of comparison with the conceptualisation of the term used in this study. Each 
element is now presented in turn. 
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Figure 9-1: The Alignment of the Government Policies – the Theories – the Teachers’ & the 
Students’ Interpretation of LLA 
Attitude 
With respect to Attitude, the policies highlight the development of such 
characteristics as the positiveness, self-awareness, activeness, and creativity of 
learners. There is significant overlap amongst the theories of LLA, the Vietnamese 
government policies, and the teachers’ and the students’ understandings of the term. 
However, both teachers and students explained their understanding differently. Anh 
identified the importance of learners’ attitudes to school rules (being prepared for 
lessons or being on time) while Ly regarded learners’ attitudes as being responsible 
for their learning choices. Hai on the other hand gave one example about learners’ 
attitudes through their preparation work. Similarly, the students talked about 
learners’ attitudes towards engaging in the learning activities and completing the 
allocated tasks. The significant difference between the teachers’ and students’ 
interpretation about learning attitudes relates to the role of the teacher. While the 
teachers appeared to consider that learners were totally responsible for their learning 
attitudes, the students posited the teacher’s role in motivating the student desire for 
learning, which is considered a key quality of pedagogy for autonomy (Breen and 
Goal setting 
Planning 
Implementing 
Evaluating 
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Mann, 1997). There was further consensus amongst the students regarding their 
preference for enthusiastic teachers to help them learn. This is interesting because 
stimulating the students’ love of learning is an essential contribution to language 
learner autonomy according to Sanacore (2008).  This finding is cause for 
consideration by teachers. 
Ability 
With respect to Ability, the policies aim to develop learners’ ability to work 
independently and creatively as well as to solve problems in the field of study; and 
ability for self-study and self-researching. It can be seen that the conceptualisation of 
ability in this policy is focused on implementing learning tasks on one’s own. 
Consequently, both the teachers and the students may not identify skills other than 
implementation and working on one’s own as important. Particularly, to enhance 
student learning ability, the teachers identified that their main responsibility was to 
convey predetermined learning content, set by the institution and the faculty which 
was mainly textbook-based. Similarly, the students assessed their ability through 
their degree of engagement in carrying out their learning activities. Only Ly and 
Hung stated the importance of goal setting as a characteristic of autonomous learners. 
This finding indicates some lack of understanding of LLA since the academic 
literature shows that goal setting, planning, implementing, and evaluating are a set of 
tactical skills required for learners to take charge of their own learning. Again, this is 
cause for consideration. 
Interestingly, Hai even regarded ability as an inborn capacity. She described 
“intelligence” as an indicator of creativity. She referred to her own learning 
experience that she wanted to give up when she recognised that her ability was not 
enough to carry out the allocated task. She had tried to complete the work because of 
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“face”. Similarly, two second year students stated that they would give up if they 
found the tasks were too difficult for them. They said that they would copy others if 
they were forced to do so in order to keep face. Constructivism encourages the use of 
challenging activities which are slightly beyond the students’ abilities. Such students’ 
responses indicated a characteristic of Confucian Heritage Culture learners and the 
negative reaction they may experience when being challenged by learning that is 
beyond their ability. The finding suggests the need for further exploration of the 
degree of challenge of learning tasks designed to stimulate student learning.  
The Teacher’s Role 
The policies do not seem to clarify the teacher’s role explicitly. However, by 
stating the requirements for teaching methods it can be interpreted that there is a 
teacher contribution to the learning process. This is interesting because the teachers 
of this study suggested that autonomous learners should be able to conduct their 
learning without teachers. The three teachers believed that the higher the students’ 
level of English proficiency and background knowledge, the less teacher support 
they need. They all appeared to consider that students of a sound level of English 
proficiency could self-direct their own learning. According to Marzano (2004), 
background knowledge or prior knowledge is one of the strongest indicators of how 
well students are able to learn new knowledge. These teachers’ views did not appear 
to align with a constructivist perspective towards LLA, whereby teachers are 
encouraged to bridge students’ prior knowledge to the construction of new 
understanding. Furthermore, a teacher, as a facilitator, can help students cope with 
problematic situations, help raise questions and puzzlements, and support discourse 
and development (Fosnot, 2005).  
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In contrast with the teachers, the students specified the role of a teacher as an 
advisor including such tasks as motivating the students to learn, preparing the 
language, helping the outline, and giving feedback. Responses of two second year 
students about their wish to be “passive” sometimes and their need to be encouraged 
by the teacher in such case confirmed the role of the teacher in motivating at least 
some students to accept their learning responsibility. Furthermore, the students 
specified task allocation for the teachers to help them deal with their learning 
problems. For example, a first year student said that she wanted the teacher to help 
her with language expressions. Another student from the third year class added that it 
was necessary to get support from the teacher to clarify the outline for the project. As 
identified by Cotterall (1995), these students can be regarded as being ready for 
autonomy in language learning. That is, they considered the teachers as facilitators 
for the learning process; they were aware of and accepted their responsibility in 
learning.  
Target Language Use  
In language education, the policies highlight the development of English 
communicative ability for learners. Particularly, the outcome for non-English-major 
undergraduates requires attainment at level 3 (B1) according to the 6-level CEFR. 
The point worth noting is that government policies seem to be more focused on 
outcomes than on the ability to use English as a means to construct learners’ 
knowledge according to constructivism. In other words, the assessment policy may 
influence teaching practices in the target language. Observations of the three teachers 
showed that the frequency use of Vietnamese as a language of instruction was higher 
than that of English. Further, the teachers sometimes employed English translations 
in their instruction. The teacher of the first year EFL class even accepted the 
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students’ use of Vietnamese to present their project outcomes. In the specific context 
where the study was carried out, the institutional assessment policy appeared to place 
emphasis on summative outcomes. The teachers, thus, identified tests and 
examinations as decisive contributors to measurement of students’ language 
achievement. Such assessment practice is not likely to align with the view of 
constructivism which emphasises the assessment of student learning. That is, the 
assessment occurs continuously during teaching and is an assessment that involves 
both students and teachers. Assessment is important to LLA because it helps teachers 
and students to revise their existing learning and to plan for their future learning. 
Despite such conditions, the students still emphasised their preference for using 
English as a medium for their in-class learning and out-of-class learning. In other 
words, they showed their willingness to communicate in English. The students 
further recognised the essential relationship between LA and language achievement. 
They all stressed their appreciation of opportunities for communicative learning such 
as games, presentation, and excursion. The students demonstrated their learning 
needs in terms of target language use, a crucial element of LLA. 
Linguistic Aspect 
As stated in chapter two, the credit-based approach to curriculum at 
undergraduate level regulates the form of implementation for one credit point. 
Specifically, it includes such components as in-class learning (lý thuyết), laboratory 
work (thực hành, thí nghiệm), and self-study (tự học). The self-study component 
consists of preparation (chuẩn bị) and self-research (tự nghiên cứu). In Vietnamese, 
the terms tự học/ self-study or tự nghiên cứu/ self-research carry the spirit of learning 
or researching on one’s own outside the classroom rather than with teachers. As 
defined by a Vietnamese speaker, Thai (2003), self-study is an independent activity 
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to obtain knowledge and skills (Tự học là hoạt động độc lập chiếm lĩnh kiến thức, kĩ 
năng, kĩ xảo). It is thus noteworthy that the linguistic aspect and government 
regulations may lead to the understanding that in-class learning is the time for 
learning with teachers, whereas preparation or self-study or self-researching time is 
for out-of-class time with the focus on individualization. Some evidence can be 
found through responses of the third year students when they clarified how to 
conduct learning inside and outside class. For example, the third year students 
identified that active learning in class entailed listening and comprehension of the 
lectures. After that and outside of class, students could self-study. Further evidence 
can be found from most of the students’ reflections in the first interviews that they 
did not know how to learn using their self-study time. The students identified their 
learning difficulties themselves such as speaking and listening, vocabulary and 
grammar, and tried to find exercises to practise in their own ways outside class. 
Inside class, most of the first year and second year students perceived their tasks as 
listening to comprehend the teachers’ lectures and to take notes for later revision or 
homework. Here, the students appeared to confirm the understanding that teachers 
were responsible for in-class learning and the students took charge of the out-of-class 
learning. However, according to Samaras (2011), self-study does not mean simply to 
study alone, rather it requires “critical collaborative inquiries” (p.9). Accordingly, an 
individual’s understanding can be extended through collaboration and feedback from 
a critical community. Self-study refers to one aspect of autonomous learning which 
as for Sinclair (1997) can take place both inside and outside classrooms. However, to 
avoid confusion, it is necessary to have explanation of the meaning of key words 
which are used in official policy documents.  
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The Interrelationship of Learner Autonomy and Language Achievement 
While the overall higher education policies highlight the development of LA, 
the requirements for language education focus more on outcomes in terms of 
language proficiency. These policies may lead to the interpretation that LA and 
language achievement are two separate goals. Particularly, LA as clarified earlier, is 
identified as the key objective according to Vietnamese Education Law (2005) and 
Vietnamese Higher Education Law (2012). That is, the learners’ attitudes and ability 
to work autonomously. In the field of language education, the focus is on learners’ 
English communicative ability. However, theories of LLA demonstrate that LA and 
language achievement seem to be interwoven. To avoid the ambiguity of the policies, 
it is suggested that language learner autonomy be made a key goal of English 
education policies in the local context. 
There was agreement amongst all the students that LA was a key to their 
English learning success. For example, Hung stated “Learner autonomy … will lead 
to better learning. Because when we identify the goal of our tasks we will try our best 
to complete the tasks”. Minh added “If I want to learn English well I need to be 
autonomous”. It can be seen that the students identified autonomous learning as a 
means of successful language acquisition. 
In contrast, two teachers doubted their students’ ability for autonomous 
learning because of their level of language proficiency. They further doubted 
autonomous learning as a useful means to language success for these students. 
Supportive data for this interpretation may be found in Hai’s response that “If we let 
our current students [who are at a low level of English proficiency] work 
autonomously, I’m afraid the results may be worse [than our traditional teaching]”. 
Another piece of evidence is Anh’s belief that the students would avoid “difficult 
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tasks” by negotiating with the teacher to allocate them tasks that were not beyond 
their ability. Anh explained that the students found presenting in English was very 
challenging. They thus negotiated with Anh to perform their presentation in 
Vietnamese. Anh agreed with the students’ choice because she seems to have not 
believed in the ability of these students to learn autonomously in English. She 
strongly stated that the students would feel more confident if they presented in 
Vietnamese. Anh appeared to see that being autonomous was one thing, and being 
successful in English usage was another. It can be seen that the teachers who 
participated in this study did not have a sense that LA would contribute positively to 
enhancement of their current students’ language achievement. This is the point I now 
discuss in further detail.  
The Teachers’ and Students’ Perceptions of the Pedagogic Approach to Foster LLA 
This study employs a constructivist approach to interpret practices for LLA 
development. Specifically, it posits that such practices involve knowledge and skills 
in terms of goal setting, planning, implementing, and evaluating. In an EFL 
classroom, the pedagogy also incorporates the use of the target language as a goal 
and a means for language development. The pedagogy further highlights negotiation 
and discussion as skills for teachers and students to engage in the learning process as 
well as the use of authentic materials as a means to stimulate such learning. 
The Alignment of Teachers’ Understanding of LLA and Pedagogic Practices 
Many research studies have shown that teacher practices are influenced by 
their beliefs. The findings from the current pedagogic approach make a contribution 
to this area of research. For example, Anh regarded her students at having low levels 
of English proficiency, and so her teaching was highly traditional. She appeared as a 
knowledge transmitter, and the students received most of the learning content from 
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the textbook in Vietnamese. In contrast, more aspects of a constructivist approach to 
develop LLA were identified in the second and the third year classes, which were 
considered to be medium of and sound levels of English proficiency. The third year 
students were seen to be more proficient and were provided with an opportunity to 
work in groups to discuss their learning tasks. Both Ly and Hai questioned the 
students prompting them to explore their previous knowledge. The students then 
were assisted by the teachers to elaborate their answers. The instruction was provided 
both in English and Vietnamese.  
The reflections from the teachers paralleled the students’ perceptions of the 
pedagogic approaches prior to the project. Most of the third year students showed 
their support for the teacher’s current pedagogic practices. Most of the first and 
second year students reflected that they preferred engagement in learning activities 
rather than absorption of knowledge from their teachers.  
It can be seen that the opportunities for developing LLA depend on the 
teachers’ perceptions of the students’ levels of English proficiency. These teachers’ 
views are interesting because in fact the students’ level of English proficiency or 
their background knowledge may only indicate how well the students may acquire 
new knowledge (Marzano, 2004). 
Several findings while project work was in progress provide further evidence 
about the influence of teachers’ beliefs on their classroom practice. For example, Ly 
and Hai narrowed the students’ options for presentation of the outcomes. Anh 
accepted the students presenting their outcomes in Vietnamese rather than English in 
an EFL lesson as she perceived that this would help the students be more confident in 
public speaking. These data confirmed that the teachers’ perceptions of the students’ 
 Discussion and Conclusion 285 
level of English proficiency determined whether the students had opportunities to 
decide on their learning outcomes. 
The teachers’ perceptions of the students’ level of English proficiency and 
their pedagogic practices indicate the level of teachers’ confidence in students’ 
ability to learn autonomously.  According to Breen and Mann (1997), belief and trust 
is one attribute of teachers of autonomous learners. That is, it is necessary for 
teachers to believe in each learner’s capacity to learn and trust in their capacity to 
take responsibility for their learning. For example, while Anh believed that only ten 
to fifteen percent of the students showed an attitude of responsibility, even though 
most of the first year students said that they liked and wanted to learn English. The 
students further demonstrated their ability to carry out current learning outside class. 
They also expressed their desire for an ideal learning experience, which I will discuss 
in the following section.     
The Alignment of Students’ Understanding of LLA and Pedagogic Practices  
The study assumed that the students’ learning practices were influenced by 
their perceptions of their learning needs, specifically those focused on how to 
improve their English achievement effectively. Through a constructivist lens, the 
study found that there was considerable overlap between the students’ learning 
preferences and the pedagogic approach which could foster LLA. This was 
especially so with regards to how to implement and evaluate the learning tasks.  
In particular, most of the students wanted communicative activities such as 
games or excursions. They wanted to have more opportunities to work in groups and 
to interact in English. They wanted learning materials which were rich in images. 
They further wanted to share feedback with peers and with teachers after performing 
tasks. Most of the students wanted their teachers as advisors to their learning. They 
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preferred more instruction in English, although they would accept Vietnamese 
explanations for difficult content such as grammar or word meanings. More evidence 
about the students’ needs can be found following the project which aimed to foster 
LLA. For example, the students wanted the teachers’ support in preparing language 
to search for information, to compile and analyse data, and to present their outcomes. 
They strongly wanted to get feedback from both the teachers and the other students. 
From the data in this study, students appeared to want a close alignment of 
the peadgogy with aspects of the constructivist approach that would foster LLA, an 
urgent requirement of Vietnamese higher education reform. This finding contributes 
to the literature that analysing learners’ needs is a fundamental consideration in 
curriculum design.  
An Attempt to Foster LLA 
The cross-case analysis found that the three teachers approached teaching 
from a more constructivist perspective during the project work which was designed 
to foster LLA. That is, more aspects of the constructivist approach to teaching were 
identified during the project work in contrast to normal pedagogic practice. In other 
words, the aims of the project to develop LLA were met in terms of goal setting, 
planning, implementing and evaluation. 
In particular, the goals or the outcomes of the project were based on 
negotiation between the teachers and the students. Both agreed on the themes of the 
project and determined the final outcomes. The teachers used resources such as video 
clips or guidebooks to provide the students with scaffolding, bridging the students’ 
previous experience of what they wanted to explore. These resources are useful to 
attract students and enhance their interest in learning. The students worked in their 
groups to exchange their ideas about how to achieve the goals. They drew up plans 
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for group members. Each member then gathered information. The whole group 
worked together to compile and analyse the data, and finally made presentations in 
the class. Moreover, there was consensus that the teachers played the role as a 
facilitator or a guide for this learning process. For example, they helped the students 
to structure the project. Hai helped the third year students to improve their language 
for presentation. The three teachers demonstrated similarities in their mode of 
teaching in a project aimed to foster LLA given the student difference of English 
proficiency and knowledge background. These changes are in contrast to the 
teachers’ general belief that the students with low level English proficiency could not 
conduct autonomous learning. In other words, the findings from the project work 
pedagogic approach support the argument that there may be a lack of correspondence 
between teachers’ beliefs and practices. In this case, when the teachers committed to 
promote LLA or engaged in “a change process”, the relationship between beliefs and 
practices appeared to be disjunctive (Richardson, Anders, Tidwell, & Lloyd, 1991).  
In addition, findings from the three cases contribute to an argument that 
curriculum and policy play a key role in shaping teaching and learning practices, 
especially classroom assessment practices (Murphy, 2008). Here, the institutional 
assessment policy indicated a direction on summative outcomes. That might explain 
why the students’ reflection about their current learning demonstrated their 
perceptions of achieving high marks as the goal of learning. Moreover, the students 
were concerned about marking as a powerful tool for student participation in the 
learning process. The students appeared to be influenced by a test-oriented or exam-
directed culture which is commonly found in Confucius Heritage Countries. 
Furthermore, the assessment policy also showed a lower degree of trust in teachers to 
take control of their classroom practice. For example, teachers’ flexibility, as 
 288       Discussion and Conclusion  
presented in the academic context of the institutional regulations, accounts for only 
about 10% of the assessment component.  
Findings from the three cases indicated that both the teachers and the students 
preferred teacher feedback or teacher assessment. Evidence for this may be found in 
Anh’s example about her understanding of LLA: the students completed the work 
and sent it to teachers. Anh perceived teachers to be the judge of correct or incorrect 
answers. Similarly, both Ly and Hai considered student assessment as “food for 
thought only”. Hai even doubted that students could learn from peer assessment. She 
explained her concern that the teacher’s evaluation would be unfairly influenced by 
negative peer assessment. Furthermore, most of the students shared the same views 
as the teachers, that is, they considered teacher assessment to be more reliable 
because teachers had more expertise. Feedback or assessment from teachers was thus 
perceived as more positive and useful than that from students who had limited 
competence. The students also regarded themselves as playing a secondary role, 
while the main role of evaluation was conducted by the teachers.  
However, the constructivist approach to teaching and learning highlights 
authentic assessment with the engagement of both teacher-led and student-led 
reflection. That is, to foster LA so as to facilitate learning, teachers are encouraged to 
assess student learning by such forms as assignments or portfolios. Also, students are 
encouraged to be involved in reflecting on their learning. Through both teacher and 
student reflection, the current learning improves and the teachers and students make 
plans and strategies for their future learning episodes. These findings support the 
need for further investigation of more cooperative authentic assessment in test-
oriented or exam-directed cultures. 
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Despite these beliefs of both teachers and students, previous studies have 
shown that student feedback even from those with low levels of expertise, is 
“equally” effective to their learning (Strijbos, Narciss, & Dünnebier, 2010; Yang, 
Badger, & Yu, 2006). According to Yang, et al. (2006), students acquire deeper 
understanding of knowledge when conducting peer assessment such as searching for 
information, or performing self-correction. In contrast, teacher feedback limited 
student desire for self-corrections as they perceived the teachers addressed all errors 
and that there were no requirements for such work (Yang, et al., 2006). Furthermore, 
Strijbos, et al. (2010) suggest that teachers use peer assessment exercises with well-
designed instructions to compensate for their worries about less competent students. 
Interestingly, the literature of LLA and the constructivist approach to 
language teaching imply an English-only policy in the EFL context. In contrast, 
findings from the three cases indicated aspects of autonomous learning in the 
Vietnamese EFL context even though the use of English as a means for classroom 
instruction was infrequent. Reflections from most of the students in the interviews 
further confirmed that their desired learning environment involved the integration of 
Vietnamese into EFL instruction in some circumstances such as explaining grammar, 
gaining contact with individual students or providing scaffolding for students to help 
each other. These findings also contribute to the research area to investigate ways of 
using the mother tongue positively in teaching EFL effectively. Contrasting to the 
dominant view in the literature of CLT which emphasises monolingual use of TL, the 
mother tongue may have a role in developing LLA or in classrooms where LLA is 
valued. 
It will be recalled from the literature review chapter that developing project 
work, a weaker version of the process syllabus (Benson, 2001), may be an 
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appropriate approach to foster LA in the Vietnamese EFL higher education context. 
Findings of the three cases strongly support the practical application that project 
work can be used combined with the learning content of the textbooks. Both the 
teachers and the students shared a lot in common regarding ideas about the positive 
use of the recommended project. For example, both the teachers and the students 
shared responsibility in completing the project. Instead of lecturing, the teachers 
guided and supported the students in the learning episodes, and thus, the teachers had 
a sense of working less in the project than in their regular pedagogic approach. More 
importantly, the project enhanced student love for English learning. Reflections from 
both the teachers and students confirmed that the students liked the project and liked 
being involved in conducting the project. Although there was a claim to consider the 
appropriateness of the topics of the projects, there was high consensus that project 
work should be used as a component of the actual learning content.   
Conclusion and Implications 
This section first discusses the contributions of this study to the field of LLA. 
It then draws some limitations and implications for further research in the field. 
Contributions 
The study has drawn on its contributions in terms of: theory, policy, 
pedagogy, and methodology. I now discuss in turn each of these contributions.  
Contribution to the Theory 
The most noteworthy contribution of the present study is that I have provided 
a theoretical and pedagogic justification for encouraging LA in language learning. 
With regard to LLA, this study seems to be one of the first to define LLA in the 
Vietnamese higher education context. To reiterate, I define LLA in this context as the 
learner’s attitude and ability to take responsibility for his or her own learning in the 
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target language. This definition is productive because it holds out the potential for 
theoretically grounded pursuit of LA and language proficiency simultaneously. This 
represents a useful advance in pedagogy thinking.  
In previous research, Trinh (2005) proposed a language curriculum for 
Vietnamese HE context identifying LA as one goal and communicative competence 
as another. According to this curriculum, choices of learning content and of learning 
strategies are offered to stimulate LA. Similarly, opportunities to use English are 
offered to stimulate students’ language competency in planning, monitoring, and 
assessing their task performance; seeking support with the teacher and classmates; 
and while negotiating meaning. Like Trinh (2005), my definition also involves a 
component of target language use. However, the significant difference is that my 
study employs a constructivist approach which identifies the use of TL as a means 
for learners to construct their own knowledge of and skill in English. It refers to not 
only the interaction in English in classrooms but also access to and exploration of 
written texts through the TL. Furthermore, the present study suggests the articulation 
of the mother tongue with the TL in promoting the effectiveness of TL use. This 
represents an advance in effective utilisation of CLT in an EFL context such as 
Vietnam. 
In this study, the important role of the teacher as a mediator to support 
learners both in terms of their attitude and ability is identified through the analysis of 
students’ responses and government policies. The similarity of my definition with 
those of others such as Trinh (2005) and Nguyen (2014) is that the teacher’s role is 
regarded as that of a supporter who develops the students’ ability to learn.  However, 
the difference lies in the teachers’ contribution in providing moral support for 
learners to be aware and accept their responsibility to learn. My definition of LLA 
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includes this extra dimension. The importance of this characteristic is confirmed 
through the student data; some students stated their desire for enthusiastic teachers 
who are close to them and motivate them to learn. 
This study appears to be one of the first in the Vietnamese higher education 
context which combines the exploration of how the term LLA is interpreted by both 
the teachers and the students. On the one hand, it aligns with Nguyen’s (2014) claims 
that the teachers’ perceptions of LA influence in their teaching practices. Therefore, 
it is necessary for future research not only to know about the teachers’ perceptions of 
LA but also how those perceptions are interpreted in practice. On the other hand, the 
study explores how students interpret the term through their language learning 
experience and preferences. Such an approach parallels that of Humphry and Wyatt 
(2013) in asserting that investigating learners’ needs is essential for curriculum 
design.  My study makes a contribution by bringing both the teacher and the student 
perspectives together. 
Another significant contribution of the present study is that I have provided a 
proposed pedagogic approach to foster LLA from constructivism. This framework 
appears to satisfy the Vietnamese policies of higher education reform (reforming 
teaching methods and curriculum). Also it articulates with the teachers’ and students’ 
perceptions of pedagogy that might enhance LLA. The study has provided an 
example of how aspects of LLA may be practised in a specific context. It further 
contributes to the knowledge that LLA can be fostered not only in the Vietnamese 
context but also in other similar contexts, where English is taught as a FL. 
Contribution to the Policy 
With respect to official policies, it is likely that the definition of the term 
LLA in this study contributes a clarification of key words which may have the 
 Discussion and Conclusion 293 
potential for being misunderstood. This clarification is important because it provides 
suggestions for institutions as to how to foster LLA in Vietnam. Specifically, there 
should be acceptance of and trust in teachers’ attitude and ability to work 
autonomously. That is, teachers need to be offered opportunities in which it is 
possible to develop LLA. The study also provides suggestions for teachers about the 
necessity of belief and trust in students’ attitude and ability to take responsibility for 
their language learning. Accordingly, students are provided with opportunities to 
develop LLA.   
Contribution to Methodology 
Employing theory-led case study by Simons (2009) may help to contribute to 
informing the use of this research design for further research on LLA. The boundary 
for each case of this study is each teacher’s pedagogic practice that attempts to 
promote LLA. The study is framed by a constructivist theory of learning. Further 
theorisation of the case is elicited from an exploration of the teachers’ and students’ 
understanding of LLA in the Vietnamese higher education context. I have found no 
previous studies that use this type of research design to investigate LA in Vietnam. 
Thereby, this study makes a new contribution to the use of theory-led case study in 
the research of the field. 
The study further contributes to the methodology of English language 
teaching research. First, video recordings and observation protocols were used as the 
evidence for teachers’ and students’ non-verbal and verbal engagement in their 
English language learning respectively. These provided useful data, which served to 
strengthen the findings of the study.  In addition, the use of audio recordings for two 
rounds of interviews with both the teachers and the students provided evidence for 
their interpretation of LLA. Furthermore, the use of project work aimed to foster 
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LLA as an exploratory course provided evidence of what the pedagogic approach to 
foster LLA looked like in practice. Despite the popular use of these data collection 
methods in qualitative research, I have not found the combination used in this study:  
two rounds of interviews with an exploratory course of project work in between and 
during which classroom observations were also conducted. The design provided a 
richness of data that enabled nuanced understanding of LLA in real classrooms. It is 
a design which might prove useful in classroom studies of other English language 
education goals. 
A noteworthy contribution to methodology of this study relates to translating 
data in the field of cross-language qualitative research. Although the interview data 
were in Vietnamese, the thesis was written in English. Therefore, careful 
considerations in translation needed to be managed in order to maintain the 
trustworthiness of the research. First, translators for the study were English teachers, 
professional translators in the education field and me. Second, I combined such 
translation techniques as back translation and consultation with others to secure 
translation reliability and validity. Moreover, to avoid translation bias, direct quotes 
were used in translated versions. In addition, my supervisors who are native speaking 
users of English and familiar with international discourses on English education, 
provided validity checks of the translated data.  
Contribution to Pedagogy 
The results of this present study suggest implications for pedagogy in 
teaching English to Vietnamese undergraduates. First, the study found that the 
procedure of curriculum and syllabus design in Vietnam with greater focus on 
implementing the learning content can be seen as a dominant constraint on both 
 Discussion and Conclusion 295 
teachers and students in identifying their other roles such as goal setting, planning, or 
evaluating their learning. 
Second, the study found that while assessment plays an important role in 
LLA, it appears to not receive very much attention from the teachers. This may be a 
reflection of the fact that the current curriculum and syllabus are focused very much 
on summative assessment and are exam-oriented. Testing is likely the decisive 
measurement for learning success. In contrast, constructivism uses authentic 
assessment such as writing journals or diaries or presentations and encourages both 
teachers’ and students’ engagement in giving feedback. The study suggests the 
combination of authentic assessment and testing in measuring the students’ learning. 
Third, the study found that the students support the use of project work in 
their existing learning. This result was associated with the pedagogy which provided 
students with opportunities to engage in deciding their learning goals, plans, 
implementation, and evaluation. It implies the necessity for teachers and students to 
be equipped with negotiation and discussion skills for such engagement. The study 
further found that authentic materials such as videos or pictures could enhance 
students’ interests, and hence could stimulate their engagement. In addition, the 
project work offered students more opportunities than usual to interact in the target 
language. These included searching for information to collect data, preparing 
language for the project, communicating with friends, or asking for clarification from 
teachers. Such interactions would seem to have met some of the students’ needs in 
terms of the need for more use of English as the language of instruction. The study 
therefore suggests the potential of using project work in the content syllabus; a 
process syllabus is only one way of pursuing LLA.    
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Fourth, the findings of this study revealed that teachers’ perceptions of LLA 
influenced their pedagogic practices. As the teachers perceived LLA and the 
students’ language proficiency as overlapping category, their pedagogic approaches 
to develop LA differed from students’ level of language proficiency. However, data 
from the students indicate their awareness of responsibility and WTC. This suggests 
that if teachers had more confidence in the students’ ability to work autonomously, 
then more opportunities to develop LLA could be provided. 
Fifth, despite the close link of teacher’s perceptions and their teaching acts, 
the findings of the study also indicated that this link could be disjunctive if teachers 
attempted to change their pedagogy. The students showed more responsibility for 
their learning during project work. However, several aspects relating to how to 
prepare language for the students, and how to evaluate their learning were not 
conducted. This occurred, in part, because the teachers were not supported as fully as 
they might have been by the researcher to develop a thorough understanding of 
project work. Therefore, if applying project work, the study suggests the necessity 
for teachers to have clear aims for their teaching and regular feedback from expert 
others. As teachers should support students’ LLA, so experts might support teachers 
as they learn how to teach in a manner that is conductive to development of LLA.  
Limitations and Implications for Further Research 
The findings and recommendations of this study must be read in the light of a 
number of inevitable limitations. These relate to the research design, the choice of 
participants, and the implementation of the project work. First, this present study 
adopted a case study approach and selected three EFL classes in a private university 
in Vietnam. In other words, the scope of the study is limited. I acknowledge the 
uniqueness of each case in the Vietnamese higher education context; it should not be 
 Discussion and Conclusion 297 
assumed that these cases are typical of all Vietnamese first, second, and third year 
EFL classes. The strength of the study lies in its focus on three teachers and their 
student volunteers in particular, detailed investigation of their understanding of LLA.  
The project work itself experienced some unanticipated problems when 
implemented. First, timing became a problem during the project work phase because 
more time was needed in order for teachers and students to give feedback, and more 
time for the students to become familiar with the learning activities. Perhaps the 
projects would have been more effective for the teachers if the syllabus design had 
allowed more time for the teachers and students to carry out the project. Furthermore, 
during data collection, I could not record all the students’ discussion in their groups 
to provide more evidence on students’ interaction. Such an approach would, 
however, produce a large volume of data, thereby making the study much more 
demanding of researcher time.  
Further research might consider the effectiveness of the use of authentic 
materials in EFL teaching and the use of TL in all EFL activities. As this study 
highlights the use of authentic materials and TL as a means to facilitate LLA, it could 
be interesting to know (1) how to make use of authentic materials, and (2) how to 
make appropriate use of the mother tongue to support the use of TL in EFL 
education. In addition, it could be useful if future research were to consider the 
degree of challenge of the learning activities offered to the students. Findings of this 
study also suggest future research to explore how to use peer assessment exercises 
effectively in order to reduce the worries about less competent students. 
The study has examined the use of a single and relatively brief instance of 
project work as a potential pedagogic approach to develop LA in language education 
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in Vietnam. Further research could evaluate the effectiveness of longer periods of 
project work in both the acquisition of language and the skills of LA.  
Personal Concluding Remarks and Reflections 
This PhD journey at QUT has provided me with valuable experience of 
working as an autonomous language learner. I started the journey as a novice 
researcher, who possessed limited background knowledge in doing research. For 
example, I did not understand clearly the importance of theoretical or conceptual 
frameworks. In addition, the journey required me to use English as a second rather 
than foreign language. Similar to the students of this study, I did not have any clear 
goals or plans for the journey. Chief of all the challenges is the fact that I am an East 
Asian student who started a new life journey in a Western context where everything 
appeared to be strange.   
 I have received great support from my supervisors in shaping my ability to 
set my goals and plans. During the time I implemented the project, we all engaged in 
continuous reflections to improve my work. The most impressive for me was the 
opportunities to express my own ideas and to question my supervisors. They listened 
to me and provided advice with explanation rather than demands for obedience. They 
motivated me when I was totally overwhelmed with the thesis. I perceive them as 
critical-friends of expertise. In other words, I enjoyed a new experience of autonomy 
while learning about autonomous learning. It is not only my early teaching 
experiences, described in chapter one, that helped shape this thesis; my lived 
experience of a new and autonomous study opportunity was influential also. 
Furthermore, I have been privileged to learn valuable lessons from discussing 
and chatting with other research students about research. Moreover, the university 
and the faculty also provided me with support through many workshops and other 
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learning facilities and materials. By using English to explore materials, to discuss, to 
question my supervisors and friends, and to write my thesis, it seems that my English 
has improved gradually. Above all, I have become more autonomous in my work. 
For me, autonomous learning and language acquisition have become inseparable. 
Finally, I have developed the desire for pursuing future research and 
readiness to now translate what I have learned into the reality of my home country. 
This journey has been challenging but infinitely rewarding.  
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Appendix B: General English course components and time allocation 
 
Components 
Timing 
(periods) 
First year (Elementary) Second year (Pre-intermediate) 
Semester 1 Semester 2 Semester 1 Semester 2 
In-class 
learning 
55 40 40 40 
Excursion 2 2 2 2 
Teacher 
devised tests 
2 2 2 2 
Introduction 
and study 
orientation 
1 1 1 1 
Total (periods) 60 45 45 45 
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Appendix C: A Sample English Schedule 
…… UNIVERSITY 
FOREIGN LANGUAGE DEPARTMENT 
 
Lecturer: ….. 
Class:     …… 
ESP Schedule for University Students of Tourism 
Corebook: International English  – English for Tourism – Ss & WB - Trist Stott – Roger Holt – 
Micheal Duckworth – OUP 
Supplementary:  
SEMESTER … 
 
Date Timing Topics Room Tasks Ss’ Preparation 
Week 1 4 Unit 1: Careers in tourism  Introduction & Study guide Pens & papers to take notes 
Week 2 3 Unit 2: Destination  Group 1 presents the information to be 
collected. Others groups share their 
opinions.  
G1 collects some historic places 
information to be printed and used as 
handouts 
  Reading 1: Over view of Hanoi and 
city tour 
library   
Week 3 3 Unit 3: Hotel facilities  Group 2 presents the information to be 
collected. Others groups share their 
opinions.  
G2 collects  some 4 - 5 star hotel 
facilities  to be printed and used as 
handouts 
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Date Timing Topics Room Tasks Ss’ Preparation 
Week 4 3 Unit 4: Tour operators  Group 1 presents the information to be 
collected. Others groups share their 
opinions.  
G1 collects some brochures at the 
travel agents.  
  Reading 2: Temple of literature library   
Week 5 3 Unit 5: Dealing with guests  Group 2 presents the information to be 
collected. Others groups share their 
opinions.  
G2 collects some complaint 
situations to be   printed and used as 
handouts. (At the restaurant and 
hotel) 
  Reading 3: Hochiminh Complex library   
Week 6 3  Unit 6: Travel agencies  Group 1 makes 2 conversations of  
booking a tour 
Group 1, 2 collects 10 brochures of 
travel agencies in Hanoi 
G1 collects all vocabulary in the text 
(post on PPT or paper A0) 
Group 2 prepares a receptionist’s 
desk and decorates the board with 
logo, slogan of the agency and 
pictures of some destinations 
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Date Timing Topics Room Tasks Ss’ Preparation 
Week 7 3 Unit 7: Hotel reservations   Pens & papers to take notes 
  Reading 4: A visit of the museums of 
Hanoi 
library   
Week 8 3 Unit 8: Seeing the sights   Pens, Maps &  papers to take notes 
  Reading 5: Time for lunch-Foods in 
Hanoi 
library   
Week 9 3 Unit 9: Getting around  G1 shows the way from the University 
to Lake Hoan Kiem, Thu Le Zoo, 
Vietnam Museum of Ethnology 
G2 shows the way from the University 
to Long Bien Bridge, Quan Thanh 
Temple, University of Transport and 
Communication, Giap Bat Station. 
Ways of directing the way 
  Reading 6: A tour in the Old 
Quarter 
library   
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Date Timing Topics Room Tasks Ss’ Preparation 
Week 10 3 Unit 10: Eating out  Group 1 presents the information to be 
collected. Others groups share their 
opinions.  
G1 collects some food service 
situations to be   printed and used as 
handouts. (At room service) 
G2 collects some menus and bills.  
  Reading 7:A special show-
Entertainment in Hanoi 
library   
Week 11 3 Unit 11: Traditions  Group 2 presents the information to be 
collected. Others groups share their 
opinions.  
Collection on traditions in ASIA  to 
be printed & used as handouts 
Week 12 4 Unit  12: Special interesting tours 
Test 1 
 Group 1, 2 introduces some interesting 
tours in Vietnam and overseas 
G1 finds some interesting tours from 
Hanoi to other provinces in Vietnam 
with low price and nice sights 
G2 finds some interesting tours from 
Hanoi to other cities abroad with 
low price and nice sights 
Week 13 3 Review    
  Reading 8: A day out in the outskirt library   
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Date Timing Topics Room Tasks Ss’ Preparation 
Week 14 
  
5 Practice 1: At the hotel  Role play: customers  & receptionists - Decorating front office area 
- Preparing receptionist’s working 
materials & tools (telephone, notes 
...) 
- Self role playing (Self reviewing 
all related dialogues, then practicing 
at home) 
5 Practice 2: Booking a tour  Role play: customers  & travel agent - Decorating tourism information 
area 
- Preparing travel agent’s working 
materials & tools (telephone, notes 
...) 
- Self role playing (Self reviewing 
all related dialogues, then practicing 
at home) 
Week 15 10 Practice 3: A visit to a historic place  Role play: visitors & tour guides  Camera to record 
Total: 60ps 
Testing and Assessment:  
Text: 12units = 36ps; Listening, Reading: 4 units = 12ps (self-study); Practice: 3 practices = 20ps; test = 1p 
Progress tests: 1 written test = 1 mark; 3 spoken (practice) tests = 1 mark 
Teacher …….. (Signed)                                                                         Dean ……. (Approved)
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Appendix D: Classroom Observation Protocol  
Teacher: 
Class:      Room: 
No of students:    Date: 
Time: from …. to ….    Lesson: 
Timing Stages Activities Notes 
 Pre-lesson activities   
 
 Getting started   
 
 Preliminary Activities   
 
 Main lesson activities   
 
 Closing   
 
 Other aspects   
 
Comments: 
 
 
